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Preface 


SCHOOLS ARE NEWS. Today, a diverse and unprecedented attention is di- 
rected toward public education. Taxpayers’ groups comb school budgets 
in search of hidden “fat.” Champions of handicapped youngsters press 
legislatures to force schools to do more. Groups dedicated to serving the 
special needs of youngsters who are nonnative speakers of English push 
hard for better bilingual programs in the schools. Business people wring 
their hands in dismay over the large number of high school graduates 
seeking work who lack essential writing and computational skills. Em- 
ployers say that the schools should do a better job of preparation. In short, . 
we live in a time when interest groups of all kinds are placing heavy de- 
mands on schools and on teachers. 

Many regard the 1980s as an exciting time to be involved in public ed- ' 
ucation. For individuals tolerant of ambiguity and willing to take an active 
role in responding to the many visions of “what schools ought to be,” this 
is indeed a heady time to be contemplating a career in education. On the 
other hand, for people who are looking for the sort of serenity that comes 
from work patterns that vary little from year to year, a career in education 
may result in more frustration than satisfaction. 

The authors make no recommendation regarding whether a given in- 
dividual should or should not commit to a career in education. Properly, 
this decision is one that must be made by each person in the light of his 
or her unique constellation of values, attitudes, and priorities. But the de- 
cision ought to be made from an understanding of what the “real world” 
of the schools is today. It is our intention, therefore, to describe public 
education as we know it—blemishes and bright spots—for the purpose of 
providing information about the many dimensions of teaching in Amer- 
ica’s schools. 

The first section of the book includes six chapters focusing on schools 
as institutions. The first two chapters in this section attempt to place 
schools in a cultural and a historical context. Changing relationship’ 
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among local, state, and federal authorities are explored in the third chap- 
ter. The fourth chapter considers alternative schemes that have been de- 
vised for organizing school curricula. The last two chapters in the section 
focus on a number of changes that have occurred in recent years and on 
pressures of various kinds that may result in additional changes in the 
future. 

College and university students thinking about careers in education 
have concerns about what life as a teacher really is like. The eight chapters _ 
in the second section are designed to shed light on this question. The first 
three chapters focus on teachers’ motivations, typical socioeconomic pro- 
files, and a general orientation to their task. The fourth chapter explores 
the many roles the teacher is expected to play. The changing legal status 
of the profession is reviewed in the fifth chapter. The sixth and seventh 
chapters review teachers as professionals, with special emphases on 
professional organizations and relationships with other professionals in 
education. The final chapter in the section discusses the kinds of frustra- 
tions that have led some teachers to abandon their chosen profession. 

Chapters in the third section sketch important characteristics of young- 
sters in the schools. The first three chapters in the section highlight the 
vast diversity characterizing the learner population in public schools. The 
fourth chapter underscores some important legal changes in the status 
of youngsters in the schools that have come about in recent years. The 
final chapter in this section focuses on the nature of the extracurricular/ 
cocurricular program in schools. 

The two chapters in the final section are directed toward helping the 
Prospective teacher to make up his ‘or her mind with regard to opting for 
a career in the public schools. The first chapter suggests some guidelines 
that might be followed during the interviewing process. The final chapter 
seeks to involve the reader in a personal evaluation of his or her own val- 
ues, attitudes, and preferences as a basis for making a final decision about 
becoming a teacher. 


This book could not have been completed without the cooperation, 
assistance, and help of many considerate people. We want to extend a 
particular “thank you” to Ford Button of Rochester, New York, who con- 
tributed many of the cartoons that appear in this book. A well-known ed- 
ucational cartoonist, Mr. Button’s work has appeared widely in educational 
journals. Many readers may recognize cartoons appearing on pages 3, 23, 
66, 121, 125, 253, 265, and 328 as having been published previously in the 
distinguished educational periodical, Phi Delta Kappan. Mr. Button’s enthu- 
siasm and support was a great help to us as the writing of this book went 
forward. 

Additionally, we wish to thank Professors Glorianne M. Leck of 
Youngstown State University, Margo Long of Whitworth College, and Jon 
Wiles of the University of Montana. Their meticulous readings of early 


drafts of this manuscript and their lucid, pertinent comments were most 
helpful as the process of preparing a final version unfolded. 

We would also like to extend our thanks to secretarial staff members 
including Beth Van Cleave, Deneese Jones, and Mary Sue Keahey for their 
help with manuscript preparation. Finally, we all express a very special 
appreciation to our families for the grace and tolerance shown us during 
the time this book was being written. 

David G. Armstrong 


Kenneth T. Henson 
Tom V. Savage 
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The Role of the 
School in Society 


Objectives This chapter provides information to help the reader to 


1 Recognize that all adults do not have the same expectations of the schools. 


N 


Note the great diversity of school settings that characterizes American pub- 


lic schooling. 


w 


Suggest possible problems for schools arising from a widely held expecta- 


tion that schools can “cure” social problems. 
4 Point out indicators of the international standing of American public 


schools. 


yi 


schools 


Identify a number of different, and potentially contradictory, purposes of 


6 Point out some indicators of the relative status of individuals who teach in 
public schools. 


Pretest Directions: Using your own paper, answer each of the following truelfalse ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


E 


Z 


10. 


k 


Schools 


Parents and teachers do not always agree about what con- 
stitutes “good” schooling. 

Education and schooling are identical terms that can be used 
interchangeably. 


. In general, there has been a trend for American society in 


the twentieth century to expand expectations of what schools 
might logically provide for learners. 


. Schools are institutions that are particularly well suited to 


solving serious social problems. 


. The emphasis on developing learners’ “citizenship” has 


long been one important feature of American schools. 


. Academically talented graduates of American public schools 


compare favorably with academically talented graduates of 
schools in other countries. 


. Though it is true that Americans do not generally like to 


pay taxes, most pay property taxes cheerfully out of a rec- 
ognition that a good percentage of these revenues is used 
to pay for public schools. 


. Teaching has always been regarded as a very-high-status 


profession in the United States. 


. If there were no public schools, children, when they reached 


maturity, would be much more likely to follow the same 
vocations as their parents than is true now. 

As society has become more technologically complex, there 
has been an increased need for teachers with specialized 
knowledge. 


Spring comes late to the Centennial Valley. In this high western Mon- 
tana basin country, snow sometimes lingers into April and even May. 
Nights remain cool throughout the summer. Hard, killing frosts can be 
expected in late August or early September. With a growing season too 
short for wheat or even barley, this spectacular country is home to a small 
number of hardy cattle ranchers. Roads are few. Neighbors are distant. 
Apartment stores, pharmacies, and most other kinds of businesses do not 
exist. Yet, even here, there are schools. And in these schools, there are 
teachers. 

Far to the southeast of the tranquil Centennial Valley, bulldozers move 
earth, cranes lift steel, and commuters fight for freeway space. It is an- 
other busy morning in booming Houston. In the center of the city, 
youngsters who are black, brown, yellow, white, and every intermediate 
shade head off to their schools in the urban core area. In the suburbs ring- 
ing the city, other groups, predominantly white, wait for buses to carry 
them to their well-manicured campuses. These schools represent a tre- 
mendous diversity. And in each of them, dedicated teachers are at work. 

Far to the east of Houston, and not far from where the Atlantic brushes 
against the easternmost reaches of the continent, lies Snow Hill, Mary- 
land. Nestled in the rural landscapes of Maryland's eastern shore, Snow 
Hill seems far removed from the mainstream hubs of America’s east coast 
metropolises. There are no large museums. There are no operas. There is 
no resident symphony orchestra. But there are schools. And teachers go 
forth pridefully each school day as much in Snow Hill as in Houston and 
in the Centennial Valley. 

Even in the 1980s, the United States contains hundreds of isolated fast- 
nesses like Montana's Centennial Valley. Today, mighty urban centers 
such as Houston can be found in the East, the West, the North, and the 
South. Still, too, pleasant rural communities such as Snow Hill exist in 
surprising numbers. Each of these places boasts unique features. Each has 
a special personal quality that says to the native son or daughter, “Here, 
I am home.” Yet, for all that is unique and different among American 
places, each shares access to a common American institution: the public 
school. 

Public schools are everywhere. They provide a common experience 
through which the vast majority of Americans pass. They are bearers and 
transmitters of many important values and traditions of the culture. In 
short, they provide much of the social glue that holds together millions of 
people scattered in diverse physical settings across the breadth of a 
continent. 

Schools, then, are in the business of communication. They pass on sig- 
nals to the young. But they also receive signals from the community of 
which they are a part. As public institutions, they respond to wishes of 
citizens in terms of what is taught and how it is taught. The diversity of 
the American population suggests that expectations of what schools 
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should do will vary from place to place. Indeed, this is the case. While 
certain course patterns and ways of handling learners seem to be common 
from place to place, still each school system tends to have its own flavor. 

For individuals thinking about a career in teaching, it is important that 
this diversity be recognized. Too many beginning teachers fail to under- 
stand that expectations of parents regarding what constitutes “good” ed- 
ucation may be quite at odds with what professionally trained teachers see 
as “good” education. Teachers need to recognize possible differences be- 
tween their orientations and those of parents. With such information in 
hand, they can (1) attempt to work with parents to change the parents’ 
views; (2) change their own views to conform with those of the parents; 
or (3) move on to another setting where parents and teachers might be in 
more accord regarding how the school program should be operated. The 
importance of selecting a setting that is personally appropriate cannot be 
overemphasized. A teacher who may be dissatisfied and miserable in one 
teaching situation may be very happy in another situation. The great di- 
versity of American education suggests that the teacher who makes the 
attempt can find a situation that fits well with his or her own personality. 

In preparing to evaluate the characteristics of individual schools and 
school districts, it is well to begin with a general consideration of the role 
of the school in our society. An understanding of this role will provide 
insights regarding why schools tend to generate so much discussion. In 
the sections that follow, attention is directed toward the place of the school 
in our society and how this “place” has led to a continuing argument over 
what schools should or should not do. 


There is an important distinction to be made between education and 
schooling. As he or she matures, every person must develop ways of deal- 
ing with the world he or she lives in. This is a lifelong process that begins 
at birth and, to some extent, continues until death. Education can be 
thought of as the process individuals go through as they learn to cope 
with and adapt to their physical and social environments. 

Thus, through the very act of living, we are always being “educated.” 
We learn from casual conversations. We learn from television. We learn 
from our jobs. We learn from what the old-timers call the school of hard 
knocks. In short, all human experience is a teacher that contributes to our 
education. 

Education does not begin with or end with experiences provided in a 
place called the school. It is a highly personal process that is unique to 
every individual. Ultimately, the responsibility for the success of education 
resides with the individual. For it is he or she who has to interpret reality 
and make use of these interpretations. 


Though education is a highly personal process, it can be facilitated by 
others. These others might be parents, relatives, or friends who can help 
us understand things that puzzle us. We can learn from their insights and 
experiences. Societies everywhere depend on this kind of assistance from 
others to help young people become educated. 

Different societies have developed different kinds of procedures for 
helping educate individuals. In some places, nearly all responsibility is 
borne by the family. In technically advanced societies, such as our own, 
a special institution has evolved to assist the family with this function. 
This institution is the school. Whatever help this institution provides to an 
individual in getting an education is known as schooling. It is well to re- 
member, however, that schooling is only a single contributor to a person’s 
education. But, increasingly, the function of schooling has come to be re- 
garded as very important. 

In our country, schools have become important institutions because the 
educational process has been seen as too complex to be left exclusively to 
parents, relatives, and friends. Knowledge has become specialized. Par- 
ents cannot be expected to know everything a young person should know 
to assume a responsible and productive role in society. If parents, for ex- 
ample, were the exclusive source of information, most young people 
would be able to assume no other occupational role than that mastered by 
a parent. Social mobility would not be possible. As in ages long past, the 
accident of birth would foreordain what an individual would do during 
his or her lifetime. 

Because schools and the teachers who work in them replace, in a sense, 
a traditional function of the family, older family members continue to be 
greatly interested in the experiences of younger family members in school. 
Parents, typically, want their children to acquire knowledge and skills that 
will allow them to grow into competent, self-supporting adults. At the 
same time, they do not wish the school to impose values that may be at 
odds with those prized by the family. Concern that schools may be threat- 
ening the family structure by exposing youngsters to values inconsistent 
with those espoused at home is a frequent source of conflict between par- 
ents and schools. An example of this sort of thing was the West Virginia 
situation of a few years ago when parents bitterly attacked school officials 
for supporting a biology program that many parents saw as inconsistent 
with principles laid down in the Bible. 

The tug-of-war between parents and school officials that developed in 
the West Virginia situation is symptomatic of a basic dilemma faced by the 
schools. When society first established schools, they were found to be re- 
markably effective in doing some things better than they could be done at 
home. For example, teachers using special materials could teach young- 
sters to read and do sums more efficiently than could parents, relatives, 
and friends. In time, given these school successes, many adults ceased 
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LIMITATIONS OF EDUCATION IN A SOCIETY WITHOUT SCHOOLS 


In times long past, societies had no formal institutions known as schools. 
Young people were taught by parents, other relatives, and occasionally, 
by friends. Knowledge useful in one generation automatically was pre- 
sumed to be useful for the next. 


Let's Ponder 


Consider how you personally might have been affected had you been 
raised in a society without a formal system of schools. Then, respond to 


the following questions. 


1. Consider your own parents. What kinds of occupations might 
they follow today if their only source of education had been 
their parents? 


2. What do you think would happen to our rate of economic 
development were all schools to close and youngsters to become 
dependent on their parents, relatives, and friends for all of their 
education? 


3. Americans pride themselves on the social mobility made pos- 
sible by their society? Would this be possible without a school 
system? Why, or why not? 


4. Do you think people had a larger sense of personal security 
before school systems developed and they were taught primarily 
by family members? Do people feel comfortable when they are 
exposed to information and attitudes unknown to their parents? 
Why, or why not? 


5. Some have said schools are basic to human progress. Progress 
implies change. Do people really like change? Have schools 
and the changes they have made possible made people more 
psychologically uncomfortable than they would be otherwise? 
Why, or why not? 


en EE O E 


FIGURE 1-1 


giving any attention to this kind of instruction at home. Many other prob- 
lems demanded their time. And if the school was handling this aspect of 
their children’s education, so much the better. 

Out of these initial successes grew the notion that, perhaps, schools 
could do other things that traditionally were provided to youngsters by 


families. The history of school curricula reveals a tremendous expansion 
in course offerings from the early nineteenth century to the present time. 
Schools have come to be expected not only to teach basic knowledge and 
skills but to turn out young people who possess the attributes of “good 
citizenship” and who can move into the employment market with some 
measure of success. The schools’ success in meeting many of these objec- 
tives has resulted in an ever-enlarging expectation that the schools can as- 
sume responsibility for still other matters. Indeed, the school has in recent 
times come to be thought of by many people as a catchall institution that 
can be held responsible for solving even deep-rooted social problems. 
Some have attributed to schools an almost unlimited capacity for taking 
care of these difficulties. Others have suggested that, today, society has 
placed too many demands on the schools and that these excessive de- 
mands assure failure. Some implications of these heavy expectations are 
explored in the next section. 


Schools’ demonstrated ability to produce youngsters who possess skills 
and understanding that they could not have acquired at home have led to 
an expectation that schools succeed in what they attempt to do. Generally, 
people have had great faith in the schools’ abilities to discharge their tra- 
ditional responsibilities. In recent times, when schools have been charged 
with solving problems that are more “social” than “educational” (“solv- 
ing” the problems of racism and poverty, for example), not surprisingly 
many people have expected the same sort of success they have come to 
expect of the school in other areas. 

But, schools as institutions are not really equipped to transform deeply 
rooted social problems. Certainly what youngsters learn in school may 
prove useful as the entire society works to remedy social ills. But the 
schools in no sense stand apart from the society as some kind of curative 
agencies uniquely endowed with broad social healing powers. Schools, 
after all, are part of the society they serve. If there is racism in the society, 
then there will be racism in the school. If there is altruism in the society, 
then there will be altruism in the school. To expect schools by themselves 
to eradicate broad social problems, regardless of how sincerely many peo- 
ple wish the effort success, is, as Henry Steele Commager (1975) has sug- 
gested, to engage in a “massive demonstration in hypocrisy.” 

Serious problems are serious because they are difficult to resolve. Few 
deny that pollution has become a problem in many urban areas. Few, too, 
suggest that a quick and easy solution is in sight. Government leaders, 
academics, and business executives have labored diligently to develop a 
satisfactory response. Some progress has been made. But no one suggests 
the problem has been solved. Given this background, is it reasonable that 
the problem be turned over to the schools? Some people think so. Fre- 
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quently one hears that the “solution” to the pollution problem, urban 
blight, race-relations difficulties, and other dilemmas is “better educa- 
tion.” Since we have these problems, an implication is that education to- 
day may not be “good.” Given this equation, not a few individuals have 
attacked the schools not only for failing to “cure” problems but as insti- 
tutions whose failures have established an environment in which prob- 
lems flourish. 

Increasingly educators are resisting this line of logic. They suggest that 
teachers’ preparation focuses on the development of understanding and 
skills related to the transmission of a limited range of information to the 
youngsters they teach. Teachers certainly have great personal interest in 
many social problems, but even collectively they do not have the capacity 


ee SS SS eS 
THE SCHOOL AS A SOLVER OF DEEP-SEATED SOCIAL PROBLEMS 


Some have argued that schools properly should assume responsibility for 
such thorny problems as pollution, racism, sexism, and poverty. They 
allege that a “good education” will cure these ills. By implication, pres- 
ence of these problems seems to suggest that today education may not be 
“good.” 


Let’s Ponder 
Read the paragraph above and respond to the following questions: 


1. How do you react to the paragraph above? What is the basis 
for your reaction? 


2. Have educators been too willing to assume responsibility for 
problems beyond their capacity to solve? Why, or why not? 


3. Is there a need for educators to feel guilty because the school, 
apparently, has been unable to solve certain major social prob- 
lems? Why, or why not? 


4. Is the school a social leader or a social follower? Why do you 
think so? 


5. Would social problems disappear if everybody had a “good” 
education? Why, or why not? 


6. Twenty years from now would you expect schools to be under 
more pressure or less pressure to solve serious social problems? 
Why? 
SSS 


FIGURE 1-2 


to solve them. Consequently many educational leaders today argue that 
the expectations of the school have become too broad. Schools, they say, 
are being held accountable for things they simply are not capable of ac- 
complishing. By no means is there consensus on this point. Indeed, it is 
likely that debates over the proper scope of responsibility of the public 
school will be with us for years to come. 

In making a case for freeing schools from the responsibility of solving 
serious social problems, it has been argued that over the years there has 
been a tremendous expansion of even the more traditional roles of 
schools. Today schools are expected not only to teach subjects to young- 
sters but also to provide for citizenship training and individual develop- 
ment as well. Though schools today almost universally give some attention 
to all three of these areas, relative emphases vary considerably from place 
to place. These differences result, in part, from citizens’ differing expec- 
tations. In the following section, some of these contrasting views are 
explored. 


Schools in every society have been assumed to have the important re- 
sponsibility of transmitting knowledge about certain school subjects to 
youngsters. The precise subjects that have been studied have varied from 
place to place and from time to time. On occasion, bitter disputes have 
broken out as partisans of this emphasis or that emphasis have argued 
their respective cases. But almost never have people in any significant 
numbers suggested that schools should abandon a commitment to teach- 
ing some subjects. 

Another thread running through American schools has been the em- 
phasis on citizenship. Using schools to train future citizens was regarded 
as very important by political leaders during our country’s formative 
years. In a country lacking a long tradition, the school was viewed as an 
institution that could provide youngsters with a set of common experi- 
ences. These experiences were seen as valuable aids in the effort to de- 
velop an American culture. The evolution of a distinctive American 
culture, it was presumed, would lead to a more unified, harmonious, and 
stronger United States. Today, the function of schools as developers of 
citizenship is very much with us. 

A third major thread in American education is an emphasis on the in- 
dividual development of learners. American society long has prized indi- 
vidualism as a basic value. Though the physical frontier is long past, still 
we retain cherished images of mountaineers and others who, with a min- 
imum of social contact, made a mark on the development of the continent. 
Americans retain a suspicion of group power. Local governments are con- 
sidered less suspect than state governments. State governments are felt by 
many to be closer to the “needs of the people” than the federal govern- 
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ment. Though many question the reality of this position, still a great many 
Americans imagine themselves living in a society where progress results 
primarily from the actions of individuals. In the schools, this conviction 
has resulted in a concern that some attempt be made to accommodate 
learners’ individual differences. In nearly all school systems, some provi- 
sion is made to fit parts of the program to the unique needs of individual 
youngsters. 

Emphases on school subjects, citizenship, and individual differences 
have required school officials to make difficult decisions. There is some 
incompatibility even among the three major emphases themselves. (For 
example, can you require someone to become a “good citizen” and at the 
time promote his or her individualism?) Even more importantly, when 
some kind of a reasoned balance has been struck among the three em- 
phases, the exact kind of school practices developed to respond to each 
emphasis has stimulated much debate. Some of these issues are addressed 
in the subsections to follow. 


The Subjects Emphasis 


Few people question the role of the school as a transmitter of informa- 
tion related to subjects of the curriculum. Indeed, this function is consid- 
ered so basic that few can even imagine a school where a good deal of 
attention is not devoted to teaching something to somebody. Almost by 
definition, then, schools teach subjects. 

Controversy in this area focuses not on the merits of teaching subjects 
but rather on the subjects that are taught. Partisans in these debates divide 
into two broad camps. On the one hand, there are those who believe that 
school subjects should largely be restricted to traditional academic disci- 
plines such as history, mathematics, and the sciences. On the other side 
of the argument are the people who suggest that school subjects should 
have a heavy vocational orientation to prepare young people for the world 
of work. This general distinction should not be taken as evidence that all 
people are either “pro” academic disciplines or “pro” vocational subjects 
in any all-or-nothing sense. In reality, there is a wide range of opinion 
flowing along a continuum, from those who want nothing but academic 
disciplines taught, to those who want nothing but vocationally oriented 
subjects taught. 

Strong proponents of academic disciplines contend that the most im- 
portant function of schools is the transmission of accumulated knowledge 
to new generations. Many are interested in providing youngsters with the 
kind of knowledge base that will prove useful to them when they leave 
the public school and enter college and university. Such programs are 
good, they say, even for those who never go beyond high school because 
they build sound thinking skills that will be lifelong assets to those that 


have them. Supporters of this position tend to argue that the best prepa- 
ration for a vocation is the kind of sound academic training that comes 
from rigorous courses in the traditional disciplines. 

Critics of the emphasis on academic disciplines suggest that subjects in 
these areas are not responsive to change. They tend to defend the teach- 
ing of traditional content merely because it is traditional and on no other 
rational grounds. Rather than producing youngsters who are adaptable 
and who can easily learn what they need to know to hold down a job, 
such programs, critics allege, turn off many students and allow them to 
leave school knowing neither how to think nor how to perform any useful 
skill. It is argued that this approach represents an abandonment of a social 
responsibility of the schools to turn out students who can move smoothly 
into the world of work. 

Many critics of school programs characterized by a heavy academic- 
disciplines orientation are very strong supporters of a vocational orienta- 
tion in school subjects. Proponents of strong vocational programs take the 
position that youngsters when they leave school ought to be able to make 
a very smooth transition to the task of making a living. The only way to 
assure this transition will be, they allege, for the schools to provide learn- 
ing experiences specifically designed to teach youngsters important job- 
related skills. Content from the academic disciplines, if allowed to exist at 
all, should be modified and given a more “practical” orientation. People 
supporting a heavy emphasis on vocational programs generally find a 
good deal of sympathy from others in the community who have difficulty 
understanding the worth of school subjects that do not seem to be con- 
cerned with preparing youngsters to make a living. 

Those who oppose a heavy vocational emphasis suggest that students 
completing such programs may be too narrow. They may know how to 
run a lathe, but critics suggest that they may not have the more general 
understanding necessary to make the important personal and public de- 
cisions required of responsible citizens. Further, it is argued that too many 
vocational programs do not prepare youngsters for a world of change. 
Considering the rapid pace of technological development in this country, 
it may not be sound practice to train people to acquire narrow job-related 
skills for which there may be no employment market in the years ahead. 
Critics, many of them supporters of the academic-discipline emphasis, 
point out that it makes more sense for youngsters to acquire more general 
thinking skills rather than specific job-related skills. Training of this sort, 
they argue, will result in the kind of flexibility required of individuals who 
must adapt quickly to changing conditions. 

When one examines the school programs in most districts, it is evident 
that neither the extreme partisans of the academic-discipline emphasis nor 
the partisans of the vocational emphasis have carried the day. School pro- 
grams attempt to accommodate both polar points of view by offering a 
cross section of courses that, in some cases, tends to be more oriented to 
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the academic disciplines and, in others, tends to be more oriented toward 
vocational preparation. Clearly, however, some schools tend to lean more 
in one direction than in the other. Prospective teachers who feel strongly 
about either academic subjects or vocationally oriented programs should 
study carefully the offerings in the districts they are considering to deter- 
mine whether the general emphasis is one they can live with. 


The Citizenship Emphasis 


The view that schools should teach citizenship has a long historical 
standing in American education. It derives from the idea that there is a 
unique American perspective that needs to be transmitted to the young. 
This perspective requires a citizenry that not only accepts democratic de- 
cision-making as a core value but is willing to assume an active role in the 
processes of self-governance. The citizenship emphasis suggests that 
schools ought to help youngsters become adults who live by the ideal of 
active and responsible social participation. Further, the schools themselves 
ought to be models of what the collective wisdom of the society says the 
American culture ought to be. 

For example, if there is consensus that racism ought to be abolished, 
then supporters of the citizenship emphasis contend that schools should 
provide a model of a nonracist society to which youngsters can relate. This 
concern has resulted in the establishment of integrated schools and, more 
recently, decisions that youngsters must be bused to achieve racial bal- 
ance. Somewhat similarly, the idea that poverty ought to be rooted out as 
“unacceptable” in a nation of affluence was translated in the school setting 
into free lunch programs and other benefits for youngsters from low- 
income families. 

Supporters of the citizenship approach believe in providing youngsters 
with specific information about how decisions are made in this country. 
Frequently courses involve visits to planning commissions, courtrooms, 
city councils, and other places where decisions are being made. Some- 
times youngsters themselves engage in active lobbying and other proce- 
dures designed to change something. This activity might involve writing 
letters, knocking on doors to build citizen support, or working through 
student councils. Proponents of the citizenship approach believe that 
every effort should be made to provide youngsters practical experience in 
social decision-making. 

A good number of supporters of the citizenship emphasis see schools 
as an important agent of social change. They recognize that the “real” so- 
ciety has failed to achieve many American ideals. By emphasizing these 
ideals in school and suggesting needed changes in the “real” world, these 
people hope that in time there will come to be more congruence between 
American ideals and American practices. This position suggests that 


course content should be heavily oriented toward fundamental public is- 
sues. Some supporters of a heavy citizenship emphasis oppose inclusion 
of subjects that cannot be clearly tied to contemporary social problems. 

Critics of the citizenship emphasis contend that the school is not an ap- 
propriate institution for promoting social change. By their very nature, 
they argue, schools reflect society's practices. It is not logical for schools 
to change a larger society of which they are a totally subordinate compo- 
nent. Other critics of the citizenship emphasis fear that the approach 
places too much power in the hands of teachers and administrators. 
Though these educational leaders may believe that they are working for 
an “ideal,” specific policy changes they may recommend to impression- 
able youngsters may not be consistent at all with what many others feel 
to be implied by that ideal. Teachers and administrators, critics point out, 
are not elected public officials. Consequently they cannot be expected to 
be truly responsive to the public will. Given this reality, it is irresponsible 
for them to presume to use the school as an agency for social change. 

Heated arguments between strong proponents and opponents of citi- 
zenship education point up a fundamental dilemma facing educators. Spe- 
cifically the dilemma is that any curriculum emphasis is certain to displease 
some people. A school doing a good job getting youngsters interested in 
contemporary affairs may be seen as doing a bad job by citizens who 
sense that this interest may translate to a push for changes of a kind they 
oppose. On the other hand, a school that does little to connect academic 
subjects to contemporary affairs may be attacked by another group of cit- 
izens for “irresponsibly” conditioning youngsters to accept without ques- 
tion the status quo. With regard to the citizenship emphasis (and many 
other divisive issues) educators find themselves frequently in a “no-win” 
position. For novice teachers, a recognition that they never are going to 
please everyone is the beginning of wisdom. 


The Individual-Development Emphasis 


American society has long placed a high premium on the worth and 
dignity of the individual. For many Americans, it remains a basic tenet of 
faith that important human achievements result more frequently from in- 
dividual efforts than from collective efforts. This bias has resulted in a 
long-standing concern that some provisions be made in the public schools 
for the individual differences of learners. 

Strong supporters of the individual-development emphasis believe that 
a primary responsibility of the schools is to help youngsters find self- 
fulfillment and develop positive self-images. While most do believe some 
attention ought to be devoted to school subjects and citizenship develop- 
ment, these dimensions are held to be of clearly secondary importance to 
individual development. Extreme proponents of the position sometimes 
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go so far as to suggest that all required courses and required attendance 
should be abandoned as irresponsible constraints on youngsters’ personal 
freedoms. Individual choice is held to be the value that the schools should 
serve above all others. 

Critics of the individual-development approach point out that human 
beings by their very nature are social creatures. Whatever individualism 
does exist is defined and delimited by the society in which we live. There 
are limits to the exercise of personal choice. For example, one cannot en- 
gage in murder simply because he or she is doing his or her “thing.” Sur- 
vival, say opponents of the extreme individual-development position, 
requires an understanding of and a willingness to conform to certain of 
society's expectations. Given this reality, schools that emphasize only in- 
dividual development do an irresponsible job of preparing young people 
for the world in which they must live. 

Though there are schools that pride themselves on their sensitivity to 
the unique needs of individual learners, nearly all schools back away from 
the extreme position of insisting that no group experiences be provided 
for youngsters. Indeed, even schools that take satisfaction in their strong 
academic programs make serious efforts to present materials in such a 
way that the individual learning styles of youngsters are accommodated. 
In most schools, this is how the individual-differences emphasis is mani- 
fested. The degree to which this intent to “individualize” is accomplished 
varies tremendously from place to place. There is a great deal of rhetoric 
about individualized instruction—so much so, indeed, that the term is not 
understood with any great precision. Any prospective teacher who is told 
by representatives of a school district that many individualized programs 
are in use should take the time to see what is actually being done. What 
one school district considers individualized instruction may, in the eyes of 
another, not deserve that label at all. 

Debates over the relative importance of the individual development em- 
phasis are only an updated version of the age-old dispute centering on 
the question, “Does the individual mold the society, or does the society 
mold the individual?” Most schools have answered the question with a 
response that, in effect, says, “A little of both.” But because no one has 
demonstrated how much of each makes for “good” education, this issue 
seems destined to generate a great deal of interest among educators for 
years to come. 

To a great extent, the school’s successes and failures are judged on the 
basis of how much its programs emphasize those things that its critics 
wish emphasized. Given the great diversity of opinion regarding what 
schools “ought to do,” it is not surprising that at any one time, different 
groups might look at a given school program and conclude, in one case, 
that the school is doing a “good job” and, in another case, that the school 
is doing a “bad job.” 


SS Oe rg pe RO r E 
EMPHASES OF THE SCHOOL PROGRAM 


In general, it is fair to say that school programs emphasize subjects, 
citizenship development, and individual development. Relative attention 
given to each of these emphases varies from place to place. Almost nowhere, 
however, do school programs emphasize only one of these areas. But, it 

is true that in some places very heavy attention is paid to academic sub- 
jects, in others very heavy attention is paid to citizenship education, and 
in still others very heavy attention is paid to individual development. 


Let’s Ponder 


Consider your own public school experiences. What kind of emphases 
characterized schools you attended? Consider this question as you res- 
pond to these questions: 


1. What evidence was there in your school of a citizenship educa- 
tion emphasis? Was this popular among all teachers? learners? 
parents? 


2. What evidence was there in your school of an individual develop- 
ment emphasis? Was this popular among all teachers? learners? 
parents? 


3. Were academic subjects or vocational subjects more heavily 
emphasized? Why? Was this decision popular in the com- 
munity or unpopular? Why? 


4. What do you think the consequences would be for a school 
system to emphasize on/y subjects? Only citizenship education? 
Only individual development? 


5. If you had a chance to organize a school system and decide how 
much relative attention to give to subjects, citizenship education, 
and individual development, how much attention would you 
give to each? Why? 


6. How would you feel if you were assigned to a school with a 
heavy subject matter orientation? A heavy citizenship education 
orientation? A heavy individual development orientation? 


7. Twenty-five years from now, would you expect most schools to 
have a stronger subject matter emphasis, a stronger citizenship 
education emphasis, or a stronger individual development 
emphasis? Why? 

= SS See eS eee 
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There is a connection between how individuals view the school and 
their perception of the status of schools and educators. In general, those 
who agree with what their local school districts are doing tend to prize 
education more highly than those who disagree. A more specific analysis 
of the status-of-teaching issue is introduced in the following section. 


How good is our school system? The answer to this question is a some- 
what disappointing, “Well, it depends on whom you ask.” One yardstick 
of quality is the relative standing of American schools as compared with 
schools in other nations. Looked at in this light, American schools seem 
to be doing well. 

One important indicator of the international reputation of schools of 
higher education in a country is the number of foreign scholars who go to 
that country to study. Tremendous numbers of foreign students are en- 
rolled in American colleges and universities. These numbers are a testa- 
ment to the international perception of the strength of the academic 
programs in our schools of higher learning. 

Comparisons of elementary and secondary school programs in this 
country with those in other nations also reflect credit on the American 
system. A number of comparative studies have shown, for example, that 
academically talented graduates of our secondary schools compare very 
favorably with the top graduates of schools in other countries. Further, 
these superior American students have been trained in schools that have 
enrolled a cross section of the entire population. Resources expended on 
schools in this country are not reserved exclusively for developing the ca- 
pacities of an elite group of academically talented students, as is true in 
many foreign countries. 

Though in the international sphere American schools enjoy a generally 
good reputation, the status of the schools in this country is more open to 
debate. As noted previously, part of the difficulty stems from the schools’ 
attempts to serve an incredibly diverse population. By no means are all 
people agreed on what schools ought to be doing. As a result, large seg- 
ments of the population find fault with schools, schoolteachers, and 
school programs. 

When attempts have been made to summarize the feelings of Ameri- 
cans about education, the profession has ordinarily been found to occupy 
something of a middle position in terms of status. On the one hand, there 
is evidence that an overwhelming percentage of Americans think the pub- 
lic school is an important institution. On the other hand, potentially con- 
tradictory evidence suggests that most parents would not encourage their 
sons to become schoolteachers. An explanation for this apparent inconsis- 
tency is that Americans have not been willing to act on their general state- 
ments of support for education by funding school programs at a level 
where salaries of teachers can be made competitive with those in other 


professions. It is not so much that parents do not value the work teachers 
do; rather, they are concerned about how the child who becomes a teacher 
will survive, given the modest level of teachers’ salaries. There has been 
some improvement in teachers’ salary levels in recent years, but they are 
still considerably lower than those paid to other professional people. 

Part of the difficulty stems from the way public education is paid for. 
Typically, school money comes from property taxes. Improvements in 
school programs that require additional expenditures usually require in- 
creases in levies on real property. These taxes are very unpopular. Resist- 
ance to tax increases makes it very difficult for teachers’ salaries even to 
keep pace with inflation. Many citizens’ groups that take public issue with 
what the schools are doing may be motivated as much by a desire to keep 
taxes low as by a desire to promote quality education. 

The uncertain status our society accords teaching has implications for 
how many teachers feel about their profession. Not a few take stock of 
their years of training and modest levels of remuneration and develop 
doubts about the wisdom of having chosen to become teachers. There is 
some evidence that teachers’ self-confidence may be undermined by a per- 
ception that no one believes their work to be truly important. Some have 
suggested that the limited rewards of teaching and the questionable status 
of the profession tend to attract people who do not have strong and as- 
sertive personalities. A few have gone so far as to argue that the quality 
of America’s teachers and America’s educational programs will not rise 
until such time as salary levels more closely approximate those of other 
professionals. 

Others reject these contentions. They point out that most teachers are 
not motivated to enter teaching by salary alone. The profession, they sug- 
gest, demands a certain altruism, a certain kind of individual who looks 
on opportunities to work with people as well as salary as part of a total 
reward package. Individuals with this frame of mind, some suggest, will 
fight for educational excellence even when the monetary rewards for 
teaching are modest. 

Whether teaching can be improved or cannot be improved without an 
escalation of teachers’ salaries is a debatable point. But what does seem 
clear is that our society does not accord the teaching profession as high a 
status as that accorded to other professions. Though new generations of 
teachers may alter this condition, those considering a career in education 
must recognize the present relatively modest status of their chosen 
profession. 


1 American schools are incredibly diverse. The school is one of the first in- 
stitutions to be established in any community. Schools exist in a range of 
environments nearly paralleling those existing throughout the entire United 
States. 
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Different groups of citizens have very different kinds of expectations of the 
schools. Given this reality, it is quite possible that a given schoo! program 
might be seen by one group as “bad” and by another group as “good.” 
Because of the range of teaching environments, it is quite possible that a 
teacher who is ineffective in one situation may be the pride of the instruc- 
tional staff in another situation. 

Education does not begin or end with the school. The school supplements 
all of the life experiences that go together to constitute education. 

Schools developed to supplement instruction to the young provided by par- 
ents, relatives, and friends. Schools became a special necessity in societies 
committed to technological progress. With the kind of specialized training 
demanded in such societies, it became impossible for any one parent to 
possess specialized knowledge in a wide variety of fields. To meet this 
need, teachers with specialized knowledge began to function as sources of 
information for the young. 

In a society without schools, little social mobility would be possible. 
Youngsters would be restricted to the kinds of learning known to their par- 
ents, relatives, and friends. In most cases, youngsters would have to follow 
vocations of their parents. 

School programs attempt to strike a balance among teaching subjects, pro- 
moting citizenship, and fostering individual development. There are some 
incompatibilities among these three emphases that tend to spark heated de- 
bates. The vast majority of schools have tried to balance the positions of 
the extreme partisans of one or another of these emphases by developing 
a blend including some elements of all three. 

The profession of education enjoys a modest status in this country. Re- 
sources have not been committed to education at a level that permits teach- 
ers’ salaries to be comparable to those of other professionals. The profession, 
nevertheless, does attract large numbers of motivated and competent indi- 
viduals who enjoy working with young people. 


Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


1. Parents and teachers do not always agree about what con- 
stitutes “good” schooling. 

2. Education and schooling are identical terms that can be used 
interchangeably. 

3. In general, there has been a trend for American society in 
the twentieth century to expand expectations of what schools 
might logically provide for learners. 


4. Schools are institutions that are particularly well suited to 
solving serious social problems. 

5. The emphasis on developing learners’ “citizenship” has 
long been one important feature of American schools. 

6. Academically talented graduates of American public schools 
compare favorably with academically talented graduates of 
schools in other countries. 

7. Though it is true that Americans do not generally like to 
pay taxes, most pay property taxes cheerfully out of a rec- 
ognition that a good percentage of these revenues is used 
to pay for public schools. 

8. Teaching has always been regarded as a very-high-status 
profession in the United States. 

9. If there were no public schools, children, when they reached 
maturity, would be much more likely to follow the same 
vocations as their parents than is true now. 

10. As society has become more technologically complex, there 
has been an increased need for teachers with specialized 
knowledge. 


American schools feature an incredible diversity. They are, perhaps, our 
most numerous social institutions. Given their numbers, they reflect char- 
acteristics nearly as broad as those of the entire population. Thus the 
American educational system provides places for teachers having a tre- 
mendous range of personal characteristics. 

Schools developed as the kinds of knowledge needed by the young be- 
gan to outstrip what could be provided by their parents, relatives, and 
friends. Lacking schools and teachers with specialized information, tech- 
nological progress would be impossible. Further, social mobility would be 
severely restricted because young people would have little access to the 
knowledge needed in occupations other than those followed by their 
parents. 

School programs are surrounded by a good deal of controversy, per- 
haps because of the multifaceted interests of the general population. Some 
parents are interested only in academic subjects. Others push for voca- 
tional training. Some see a need for citizenship education programs. An- 
other group contends that developing youngsters’ individual characteristics 
should be the primary objective of schooling. Clearly, these goals conflict 
with one another. Differences in perceptions of what constitutes “good” 
schooling suggest that it may well be idle to hope for a day when there 
will be overwhelming agreement that any given school program is “good.” 

The status accorded to education as a profession in this country is not 
as high as that accorded to other professions, partly because of the rela- 
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State a rationale for studying the history of education. 

Identify several major educational precedents set in the seventeenth century. 
Point out several weaknesses of the Boston Latin Grammar School. 

Cite several strengths and weaknesses of the Franklin Academy. 

Describe how important societal events have influenced the development 


of education. 


On 


education. 


Explain several contributions to public education of Horace Mann. 
Point out examples of John Dewey's influence on education. 
Explain the significance of the Seven Cardinal Principles to American 


Pretest Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 
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Involvement of lay citizens in educational policy-making is 
a characteristic of the American public school system. 
Many present school practices that were originally devel- 
oped in response to real needs are maintained by tradition 
today. 


. There is general agreement about what goes on in a school 


where teachers are thought to be doing a “good job.” 


. “Local control of schooling” is an idea that sprang from 


biblical interpretations made by the New England Puritans. 


. In general, the curriculum of the Boston Latin Grammar 


School was more “practical” and “vocationally oriented” 
than the curriculum of the academy. 


. Thomas Jefferson strongly opposed the idea that schools 


should lead children to place high value on democratic 
principles. 


. Horace Mann was strongly committed to the “common 


school,” a school for the average person. 


. The decision in the “Kalamazoo case” supported the right 


of a state legislature to pass laws allowing local communi- 
ties to collect taxes for secondary schools as well as for ele- 
mentary schools. 


. Intelligence testing first developed in the United States and 


is regarded widely as one of the most important American 
contributions to public education. 

The Cardinal Principles constitute a set of goals for Ameri- 
can schools that suggest that schools have responsibilities 
going beyond the transmission of academic content. 


Not long ago, an American educator was escorting an English educator [ytroduction 


on a tour of several American schools. During the day, the topic of control 
and policy making arose. The English educator had some difficulty in un- 
derstanding how Americans can vest so much authority in the hands of 
local school boards composed of individuals with little formal training in 
educational theory or practice. Indeed, it is not only to the English that 
this arrangement appears strange. In many parts of the world, control of 
the schools is centralized in the hands of relatively small numbers of spe- 
cialists. The American practice of distributing this authority widely and 
encouraging participation by a broad cross section of the population is a 
special feature of our system. 

The involvement of lay citizens in educational policy-making has a long 
history. To Americans, who may live out their lives without ever experi- 
encing an alternative way of organizing school management, it might ap- 
pear that citizen involvement in schools at the local level “just happened.” 
But though the reasons may not be readily apparent to us now, the in- 
volvement of lay citizens in roles of power in education developed initially 
to meet a very real and specific need. 

Other educational practices as well developed for very good reasons, 
though today, some of these reasons are not easily recalled. Why, for ex- 
ample, are certain subjects placed at one grade level? (Is there something 
magical about teaching American history to eleventh-graders?) Why, too, 
are youngsters in the schools still generally segregated into groups accord- 
ing to their chronological age? Why are letter grades so firmly entrenched? 
Why do schools have such a long summer vacation? 

Answers to these questions are not quickly apparent to the casual ob- 
server. Indeed, suspicions that these school practices may not be sound 
have led to dozens of proposals for changes. But for a case to be made for 
abandoning these traditional ways of doing things, it is necessary to un- 
derstand the nature of the need that prompted their adoption in the first 
place. When the need can be identified, then we are in a position to look 
around us and respond to two critical questions: (1) Is the need that led 
to the practice in the first place still important? (2) If so, is the traditional 
practice still the best way to respond to the need? 

A study of educational history can bring to light needs that today may 
be forgotten but that initially prompted the adoption of many familiar ed- 
ucational practices. History reveals that these practices tend to be main- 
tained by the force of tradition long after people have lost sight of the 
original need. Consider, for example, the school calendar and, more par- 
ticularly, the typical long summer vacation featured as part of this calen- 
dar. Initially the calendar developed in response to some very real needs 
of rural Americans. Youngsters in these areas were needed at home to 
help with planting and harvesting crops. Today, though the calendar with 
its long summer vacation remains intact, it can hardly be argued that most 
youngsters in schools need released time to help out on the farm. A study 
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of educational history reveals the potency of tradition as a shaper and 
maintainer of school practices. 

In addition to tradition, many school practices have resulted as re- 
sponses to important public events. Education tends to reflect perceptions 
of the society of which it is a part. When events change these perceptions, 
then the schools, too, are affected. A study of educational history can sug- 
gest relevant patterns from the past that can provide a useful context for 
us as we try to understand the impact or potential impact on the schools 
of those large issues and events that capture the collective interest of the 
society. 

Finally, a study of history reveals that the traditional expectations peo- 
ple have of the schools influence their responses to the question “Are the 
schools doing an adequate job?” Answers to this question tend to vary in 
terms of the kinds of experiences the respondents had when they were in 
school. For example, many of today’s parents were in school when school 
practices reflected quite different sets of social problems and priorities than 
those that concern us today. Today’s educators must respond with pro- 
grams and practices reasonably consistent with the issues that are of con- 
suming interest now. Because of the need to provide learning experiences 
that are not hopelessly at odds with the demands of the 1980s, educators 
may find themselves with very different expectations of the schools than 
those of parents and other adults, whose expectations were shaped by 
their own schooling in the 1940s, 1950s, and 1960s. 

Patterns of educational development over time prompt the considera- 
tion of responses to four basic questions: (1) What was the perceived pur- 
pose of education? (2) Who was to be educated? (3) What were learners 
expected to derive from their school experience? (4) How were learners to 
be educated? In the sections that follow, think about responses to these 
key questions. An understanding of how these queries were answered at 
different points in our history can provide a foundation for understanding 
the basis of positions taken by contending parties in present-day debates 
over educational policies and procedures. 


To understand education in the Colonial period, one must have some 
familiarity with conditions in the English homeland of early settlers. In 
sixteenth-century England and on into the seventeenth century, there was 
little room for open discussion of alternatives to the established church, 
the Church of England. The roots of this problem trace back to the official 
role played by the Church of England. 

Briefly stated, the Church of England was created as a state church to 
supplant the influence of Rome. The church became a political entity as 
well as a religious entity. Because it was a state church, those who es- 
poused religious views inconsistent with the teachings of the Church of 
England tended to be seen by those in power as disloyal not only to the 


SCHOOL PRACTICES AND TRADITION 


Let’s Ponder 


Respond to the following questions: 


ie 


Other than some of the things mentioned in the chapter, what 
examples can you think of regarding school practices that are 
maintained by tradition? 


Were there any “real” reasons for these practices when they 
were first introduced? What were they? 


If the original “need” for certain school practices has disap- 
peared, why then is it so difficult to change these practices? 


Do you have any expectations about schools that seem perfectly 
“right” to you that twenty years from now might seem hope- 
lessly out of step to your children? 


As a teacher, how can you strike a balance between concerns 
of parents and other adults for maintaining certain traditions 
and for some learners for changing school practices to meet 
more contemporary needs adequately? 


Suppose as a leader of a professional educational programs 
group you convinced your people to propose to the community 
each of the following changes: 

a. Football shall be a spring sport rather than a fall sport. 


b. Learners shall start school at age 7 and graduate at 
age 19. 

c. All interschool athletic competition shall be abolished. 
Instead, a massive program of intramural sports shall 
be instituted. 

d. Schools shall be run for 12 months of the year. In 
addition to the traditional December-January holi- 
days, learners shall have a two-week vacation during 
the summer months, 

e. U.S. history shall be required of 9th graders, and 
World history shall be required of 12th graders. 


How would people in the community react to these proposals? 
What traditions would have to be abandoned to install this pro- 
gram? Why were these traditional practices first introduced? 
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church but also to the state. In effect, the church was a simple extension 
of the legal authority of the state. Consequently there was a tendency to 
deal harshly with religious dissidents, who tended to be regarded as po- 
tentially subversive to the power of the crown. 

While political problems in England for groups such as the Puritans, 
who wished to reform practices of the Church of England, prompted an 
interest in the New World, probably equally important was their fear of 
exposing their children to what they perceived to be religious error. The 
Puritans who came to Massachusetts were no civil libertarians. Witness, 
for example, their persecution of nonconforming Roger Williams. Their 
purpose was not to provide for religious freedom. Rather, they sought to 
establish a church and a government different from those in England and, 
in their view, more consistent with their interpretation of the Bible’s teach- 
ings. The concern for establishing a church and a government consistent 
with the Bible had important educational implications. 

The Puritans believed the Bible to be the source of all wisdom. Conse- 
quently they placed high importance on people’s developing reading skills 
that would enable them to read “God’s Holy Word.” The particular form 
that efforts to encourage literacy took was a reflection of the Puritans’ re- 
action against conditions in England. Their reading of the scriptures led 
the Puritans to believe that the kind of church described in the Bible was 
one in which a great deal of autonomy was given to local congregations. 
In England, authority in the Church of England was highly centralized, 
and few decisions were left to the discretion of local congregations. When 
the Massachusetts Bay Colony was settled, the Puritans insisted on ob- 
serving the biblical principle of local congregational autonomy in many 
matters. This principle set a pattern for local control in civil matters as well 
as religious matters. It was out of this context that a tradition of local con- 
trol of education sprang. 

Concern for education in Massachusetts was reflected in the Massachu- 
setts School Law of 1642. This law charged local magistrates with the re- 
sponsibility of assuring that parents would not neglect the education of 
their children. Though the law did not itself set up schools, it did require 
that children attend schools. This law represents the first attempt to make 
school attendance compulsory. Reflecting the local-control tradition, this 
law placed the responsibility for enforcement at the local level rather than 
at the state level. 

The law of 1642 was extended by the famous “Old Deluder Satan Act” 
of 1647. The name derives from a rationale for education as a buffer 
against Satan’s wiles. The law required every town of fifty or more fami- 
lies to hire a teacher of reading and writing. This teacher was to be paid 
by the community or by the parents of the students. The law represents 
an early legislative attempt to establish the principle of public responsibil- 
ity for education. 

It must be remembered, however, that during the seventeenth century, 


concern for publicly supported education was really concern for only the 
very basic education of young children. Very few students went to sec- 
ondary schools. Secondary schools, however, did exist in very limited 
numbers in the seventeenth century. One of the most famous of these was 
the Boston Latin Grammar School, founded in 1635. It had a very specific 
purpose: the preparation of boys for Harvard. The curriculum consisted 
of difficult academic subjects, including Latin, Greek, and theology. The 
purpose of the Latin Grammar School was to prepare the sons of the up- 
per classes for positions of political leadership and for the ministry. 

In summary, the early Colonial period in New England did witness the 
establishment of some schools for all. But the obligation to educate all 
young people was restricted to a relatively few years’ instruction in basic 
skills. Little thought was given to the provision of advanced instruction in 
“practical” or “useful” subjects. Education beyond the basic levels tended 
to be restricted to the sons of upper-class families. Such education, largely 
classical in nature, was designed to prepare these boys for roles of lead- 
ership. Reflecting the Puritans’ abhorrence of concentrated authority, pat- 
terns of control tended to be local rather than central. This practice 
established a precedent for the tradition of local control of public schools. 


In the middle and late 1700s, some ideas began taking root that 
prompted questions about the view that intermediate and advanced ed- 
ucation should be reserved for a select few. Intellectual leaders such as 
Thomas Jefferson argued that political stability was enhanced when 
knowledge was widespread across the population. The idea that educa- 
tion in more than a few simple survival skills ought to be open to children 
from all economic and social classes began to spread. 

During this time, too, middle-class merchants and other people of the 
“practical world” were becoming more vocal and politically influential. 
They began to press for intermediate education of a more practical bent 
than that offered by the Boston Latin Grammar School. They argued that 
the study of Greek, Latin, and the classics was of little value to young 
people who would be challenged to conquer a frontier and to earn a 
living. 

Benjamin Franklin made one of the first moves to give American edu- 
cation a more practical orientation. In 1749, in a publication entitled Pro- 
posals Relating to the Youth of Pennsylvania, Franklin suggested a new 
school, oriented to the “real world,” that was to be free of all religious 
ties. Two years later, he established the Franklin Academy, an institution 
that was nonsecular and that offered such practical subjects as mathemat- 
ics, astronomy, navigation, and bookkeeping. By the end of the Revolu- 
tionary War, the Franklin Academy had replaced the Boston Latin Grammar 
School as the most important secondary school in America. Students in 
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the Franklin Academy were able to make some choices about their course 
of study, thus setting the pattern for the system of elective courses com- 
mon in high schools today. 

For all its strengths, relatively few youngsters could attend the Franklin 
Academy. It was a private school. Tuition was beyond the means of many 
families. But the Franklin Academy sowed the seed that ultimately flow- 
ered in the establishment of free public secondary schools, which resulted 
from the tremendous public interest in the Franklin Academy’s work. This 
interest soon translated into the establishment of a number of other pri- 
vate academies, including, among others, such institutions as Phillips 
Academy at Andover, Massachusetts (established in 1778), and Phillips 
Exeter Academy at Exeter, New Hampshire (established in 1783). These 
academies popularized the idea that secondary education had something 
important to offer and laid the foundation for public support of secondary 
education. Collectively the academies set the following precedents for 
American education: 


1. American education would have a more practical orientation than 
other world educational systems. 

2. American education would be nonsecular. 

3. American education would be diverse in terms of course offerings. 


In summary, two primary strands in present-day American education 
can be traced to the late Colonial and Revolutionary War period. On the 
one hand, Jefferson and others planted the Suggestion that schools have 
a political mission to train children to value the democratic principles of 
the society. On the other hand, the academies promoted the idea that 
schools should provide youngsters with practical training. Today, the 
ideals of “education for citizenship” and “education for work” are very 
much with us. 


During the first twenty years of the nineteenth century, there were few 
innovations in educational practices. The society was consumed with set- 
tling the nation and providing workers for burgeoning industries. There 
was more interest in providing youngsters to perform jobs than in provid- 
ing learners for schools. Schooling, of any but a very rudimentary kind, 
tended to remain available only to those children of families able to pay 
for the privilege. Thoughts of an education system that was universal and 
free were just beginning to surface. 

In 1821, a Precedent-shattering event occurred in Boston. In that year, 
the Boston English Classical School was established. The name was 
changed shortly therafter to the English High School. This was the first 
high school in the country, and more importantly, it was the first second- 
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The Latin Grammar School was oriented toward teaching sons of well-to- 
do parents traditional classical knowledge. Latin, Greek, and theological 
studies comprised a good deal of the curriculum. There was no emphasis 
on subjects of a “practical” nature. These were not viewed as a proper 
function for the school. They were not necessary for an “educated” 
person. 


Let’s Ponder 


Suppose American education had taken quite a different direction than it 
did. Suppose that education had become free and public, but that the 
model for public schools had been the Latin Grammar School. Consider 
this situation as you respond to the following questions? 


1. What kinds of courses would you expect to find in high schools 
today? 


2. How would youngsters in the schools react to their curriculum? 


3. Would the nation have experienced so dramatic an economic 
development given a system of public schools similar to the 
Latin Grammar School? Why, or why not? 


4. What kind of occupations would likely be held in highest public 
esteem given a public school system emphasizing subjects of the 
Latin Grammar School? How would these “high status” occupa- 
tions compare with the “high status” occupations we have 
today? 

5. What differences in entertainment (perhaps in television and 
radio programs and films) would you expect in a society edu- 
cated in a school system reflecting the values of the Latin 
Grammar School? 


6. How would you personally feel about a public school system 
built along the lines of the Latin Grammar School? Why? 


7. Have we gone too far in this country in emphasizing practical 
and vocational education? Why, or why not? 


8. If you were to look 50 years into the future, would you expect 
schools to be more like or less like the Latin Grammar School 
than they are today? 
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ary school supported with public funds. The curriculum emphasized a 
host of practical subjects. Though other high schools were established 
after this time, the innovation was not at first very popular, and growth 
was slow. 

During the 1820s, Horace Mann, a figure who was to exert tremendous 
influence on American education, began to make his views known. 
Elected to the Massachusetts legislature in 1827, Mann was an eloquent 
speaker who took up the cause of the “common school,” a school for the 
average person. His mission was to convince taxpayers that it was in their 
best interest to support the establishment of a system of public education. 
Mann pointed out that an educated citizenry developed through a system 
of public shcools would have skills that would result in an improved stan- 
dard of living for all. To those who would attend the schools, Mann sug- 
gested that the education would give them tremendous social and economic 
mobility. The school, in Mann’s view, was the touchstone for opportunity 
and for equalizing differences among people coming from different social 
classes. 

Mann’s arguments were persuasive. In 1837, Massachusetts established 
a state board of education. Horace Mann gave up his career in politics to 
become the first secretary of the Massachusetts State Board of Education. 
In time, Mann’s views attracted audiences all across the country. 

Beyond the need to establish publicly supported schools, Mann recog- 
nized the importance of improving teachers’ qualifications. In response to 
this concern, the nation’s first normal school to train teachers was estab- 
lished in 1839. In the beginning, these normal schools provided only one 
or two years of formal education for those wishing to become teachers. 
But the precedent was set for formalizing the education of future teachers. 
Many institutions of higher education that today offer undergraduate and 
graduate study in a variety of disciplines began life as normal schools. 

Prompted by Mann’s work, public schools were established in all areas 
of the country. By 1860, almost half of the nation’s children were enrolled 
in public school programs. A majority of states had formalized the devel- 
opment of free school systems, including elementary schools, secondary 
schools, and public universities. In 1867, a National Department of Edu- 
cation was established as part of the federal government. By the late 
1860s, many of the basic patterns of American education were in place. 
The persistence of many of these patterns is a tribute to the vision, pati- 
ence, and political skills of Horace Mann. 


The post-Civil War years were characterized by an unprecedented 
growth in American industry. Technological innovations of all kinds had 
the effect of reducing the demand for unskilled labor. The demand for 
workers who had some knowledge of value in the workplace intensified 
the need for educated employees. Of course, this need reinforced the 


trend to make school programs more oriented toward the practical world 
as well. 

An additional development during this time was the great increase in 
the number of immigrants coming into the country. These people needed 
both skills useful in the workplace and an orientation to the values of their 
adopted homeland. These needs placed new demands on school services. 
There was a great increase in the number of schools during this period. 

In the realm of school financing, the famous Kalamazoo case, Stuart v. 
School District No. 1 of the Village of Kalamazoo, 30 Mich. 69 [1874], resulted 
in a ruling that the state legislature had the right to pass laws allowing 
local communities to levy taxes for the support of both. elementary and 
secondary schools. The possibility of direct, systematic tax support pro- 
vided a financial base for a dramatic expansion of the public schools. This 
expansion resulted in a huge increase in the number of youngsters at- 
tending school. Because parents of many of these children wanted schools 
to teach something “useful,” there was a broadening of curricular areas 
focusing on the practical and useful arts. 

During this period, too, teachers’ organizational activity increased. In 
the years before 1900, forerunners of the present American Federation of 
Teachers and National Education Association were established. (See Chapter 
12 for a detailed treatment of the AFT and the NEA.) Reports of such 
groups as the NEA’s Committee of Ten and Committee on College En- 
trance Requirements began to have great impact on school practices. Re- 
ports of these groups, for example, suggested that high schools should 
provide a broad range of learning experiences and include offerings for 
individuals not intending to attend a college or university. But tempering 
this position, these groups went on to add that preparation for colleges 
and universities was the “primary” purpose of high schools. 

This latter statement represented a dramatic reversal from the century- 
long trend toward viewing secondary education as serving more practical 
ends. Many high school curricula developed after this time tended to 
downplay course offerings in the vocational and practical areas. Though 
in recent years, the idea has grown that high schools should be compre- 
hensive—that is, that they should serve the needs of all students—curric- 
ulum patterns in many places still reflect a heavy orientation to college 
preparation. The NEA reports of eight decades ago prompted debates be- 
tween those who prized the vocational goals of high schools and those 
who prized the college-preparation goals of high schools. Those debates 
continue today. 


John Dewey (1859-1952) was a pivotal figure in American education for 
some sixty years. Indeed, some argue that Dewey’s contributions were so 
potent that his ideas continue to shape much of educational practice in 
this country. 
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PURPOSES OF SECONDARY SCHOOLS 


A great debate about secondary education has raged for years. On the one 
hand, there are people who say that secondary schools should have a rather 
narrow curriculum designed to prepare youngsters for the rigors of college 
or university life. It is more important that they learn how to think 

in high school than it is that they learn how to do something useful. 


On the other hand, others argue that only a minority of youngsters ever 
graduates from a college or university. But, all will be occupied in the 
workplace. Therefore, it makes sense for secondary schools to provide 
practical training for youngsters that they can use in making a living. 


Let’s Ponder 
Read the paragraphs above and respond to the following questions: 


1. Some say the process of thinking is what schools should teach. 
This process stays constant over time. Specific knowledge, 
particularly vocational skills, changes so rapidly that what is 
taught in schools today may be irrelevant tomorrow. Therefore, 
schools should forget about teaching “practical” things. How 
do you feel about this argument? Why? 


2. Has an emphasis on “practical” or “vocational” subjects tended 
to “water down”’ secondary school curricula? Are youngsters 
being cheated because their intellectual capacities are not 
challenged? 


3. How well do secondary school courses that allegedly are de- 
signed to “prepare youngsters for college” in fact accomplish 
this task? 


4. Do secondary schools have an obligation to train youngsters for 
leadership? Does this imply a program designed to prepare 
them for college or university positions? Defend your position? | 


5. Were you to look at public education 25 years from now, would 
you expect more attention or less attention in secondary 
schools to “practical” or “vocational” aspects of the program? 
Why? 
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Dewey viewed education as a process through which young people are 
brought into full participation in society. He saw the primary goal of ed- 
ucation as individual growth and development. Thus schools should not 
set out to serve the goals of the society (for example, the production of 
electrical engineers if the society is short of electrical engineers) at the cost 
of overlooking the unique needs of the individual learner. Schools, Dewey 
felt, should produce a secure human being committed to his or her own 
continuing self-education. 

Dewey believed that every learner actively attempts to explore and un- 
derstand his or her environment. If this is so, then it would be helpful for 
youngsters to have a set of tools they might use to make sound judgments 
about those things they encounter. They need a process that can be ap- 
plied to any unfamiliar situation. It is more important for a youngster to 
be familiar with this process than to know any specific item of informa- 
tion. The process is useful in a variety of situations. A specific item of in- 
formation may have little utility beyond the situation in which it is 
learned. But the process may be useful in a variety of situations. The pro- 
cess that Dewey felt youngsters should learn was the scientific problem- 
solving method. Mastery of this method, Dewey felt, would give the child 
confidence in developing rational responses to the dilemmas that he or 
she would confront throughout life. Clearly Dewey’s emphases on the in- 
dividual and on teaching processes continue to have great influence on 
the schools. 

Schools today, too, continue to be influenced heavily by an early-twen- 
tieth-century movement that developed first in France. Education in 
France became compulsory in 1904, and a special commission was estab- 
lished to determine which youngsters could be expected to benefit from 
regular instruction in public schools and which would be better off in spe- 
cial classes. In 1905, to: help answer this large question, Albert Binet and 
his associates developed a test designed to predict learners’ success in 
French schools. Soon educators from the United States and from through- 
out the world were seeking information about ways to measure intelli- 
gence. It is interesting that a test designed to predict school success was 
viewed as a test of intelligence. The presumption was that the school pro- 
gram had been so designed so that the most intelligent would do the best. 
(Today this idea is much debated. Some argue, for example, that the 
“most intelligent” resist school rules and procedures and do not do well.) 

The testing movement expanded during World War I. The military 
needed a system by which they could quickly identify men who would be 
suited to a variety of necessary tasks. Intelligence tests were developed 
that were seen as capable of classifying individuals and assigning them to 
different levels of intelligence. A number of well-known group intelligence 
tests were developed during the war. 

As an aside, it is interesting to note that some of these early intelligence 
tests were given to European immigrants. It was noted that immigrants 
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from Western Europe did better than immigrants from Eastern Europe. 
(Hardly a surprising development, in that most tests were developed by 
Western Europeans or Americans trained by Western Europeans.) There 
is some evidence that the congressional passage of laws restricting the im- 
migration of individuals from Eastern Europe came about as a result of 
the dissemination of these score differences. This development might be 
one of the first examples of the cultural bias that can be embedded in tests 
of this sort. 

The testing movement, particularly intelligence testing and the IQ score, 
became heavily involved in education. With the advent of the testing 
movement, youngsters came to be classified and counseled on the basis 
of their IQ scores. Evidence abounds that many teachers’ patterns of in- 
teractions with individual youngsters were related to those teachers’ un- 
derstanding of the learners’ capabilities as revealed in their IQ scores. 

In recent years, uses of intelligence tests, particularly group intelligence 
tests, have been challenged. The issue of cultural bias has been raised by 
blacks, Hispanics, and other minority groups. Others have argued that a 
factor so broad and diffuse as “intelligence” cannot possibly be measured 
by a single test. Situations have been brought to light where perfectly nor- 
mal youngsters have been assigned to custodial institutions for the men- 
tally retarded on the basis of a faulty IQ score obtained from a group 
intelligence test. The debate rages on. Though we are far from consensus 
on this issue, it is fair to say that educators today increasingly hesitate to 
predict the educational futures of youngsters based on a single measure, 
the IQ score. 

As special circumstances and needs stemming from the wartime situa- 
tion expanded interest in the testing movement, the World War I years 
also prompted renewed interest in the systematic investigation of educa- 
tion’s purposes. The last year of the war, 1918, was a landmark year for 
education. In that year, the National Education Association’s Commission 
on the Reorganization of Secondary Education identified seven specific 
goals for the public schools. These seven goals came to be known as ed- 
ucation’s “Cardinal Principles.” They were: 


. Health. 

- Command of fundamental processes. 
. Worthy home membership. 

- Vocational preparation. 

- Citizenship 

. Worthy use of leisure time. 

- Ethical character.* 


NOU FWN Re 


* Commission on the Reorganization of Secondary Education. Cardinal Principles of Sec- 
ondary Education, Washington, D.C.: U.S. Government Printing Office, 1918. 


36 


Schools 


These principles laid the groundwork for the comprehensive high 
school. They suggested that secondary schools should have broader pur- 
poses than simply preparing youngsters for colleges and universities. 
Publication of the Cardinal Principles stimulated an expansion of course 
offerings in high schools to meet the needs of students who were not 
going to be attending institutions of higher learning. It should not be sup- 
posed, however, that all high schools gave equal emphasis to each of the 
many subjects that came to be offered. In many, a good deal of attention 
(critics would say too much attention) continued to be given to college 
and university preparatory courses. But at a minimum, discussions stem- 
ming from the publication of the Cardinal Principles did result in an ex- 
pansion in the range of courses offered in most high schools. 

Changes in the schools brought about by the Cardinal Principles and 
as a result of actions taken by other groups looking for a more practical 
orientation in the curriculum suggested that people increasingly saw ed- 
ucation as a necessity for young people. Many concluded that if learning 
experiences were important and were being paid for by taxpayers, then 
young people should take advantage of the educational opportunities that 
were available. This attitude resulted in a tremendous expansion of com- 
pulsory attendance laws during the first twenty years of the twentieth 
century. By 1918, thirty states had such laws. Most required youngsters 
to stay in school until about age sixteen. 

In the 1920s and 1930s, the influence of those who wanted the schools 
to respond humanely to the needs and interests of individual youngsters 
was strong. The term progressive education movement has been applied to 
the efforts of individuals who worked for these general goals. Supporters 
of the progressive education movement drew much inspiration from the 
work of John Dewey. The installation of counseling programs in the 
schools, which developed at a rapid rate particularly during the 1930s, 
represented a logical extension of Dewey's concern for individual 
development. 


After World War II, the progressive education movement evolved into 
a loosely knit group of individuals supporting school practices that came 
to be known as life-adjustment education. In some of its more extreme 
forms, life-adjustment programs seemed bent on allowing youngsters to 
do whatever they pleased in schools. Systematic attention to intellectual 
rigor or subject-matter content was avoided. Critics suggested that young- 
sters were being shortchanged by schools that failed to provide them with 
needed understanding and skills. These critics attracted many followers. 
As a consequence, by the middle 1950s, support for life-adjustment edu- 
cation had diminished greatly. 


American Education 
After World War II 
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THE CARDINAL PRINCIPLES AND 
SECONDARY EDUCATION TODAY 


The Seven Cardinal Principles of Education of 1918 suggested that sec- 
7 ondary schools should attend to education in each of these seven areas: 


1. Health 

2. Command of Fundamental Processes 
3. Worthy Home Membership 

4. Vocational Preparation 

5. Citizenship 

6. Worthy Use of Leisure Time 

7. Ethical Character 


(Commision on Reorganization of Secondary Education, Cardinal Principles of 
Secondary Education, Washington, D.C.: United States Government Printing Office, 
1918) 


Let's Ponder 
Read the information above and respond to the following questions- 


1. Consider your own high school. Which of these cardinal 
principles received most attention in the curriculum? Why? 


2. Consider your own high school. Which of these cardinal prin- 
ciples received /east attention in the curriculum? Why? 


3. What groups in our society would be most supportive of the 
principles of (a) vocational preparation, (b) health, and (c) citizen- 
ship? What groups in our society would be least supportive of 
these principles? 


4. Suppose a high school attempted to establish a curriculum that 
gave equal weight to each one of these seven principles. What 
courses would be included? How would people in the com- 
munity react? Especially, how would people having great 
political influence react? 


5. Are some of these cardinal principles more important to you 
than others? If so, which ones? Why do you prize these prin- 
ciples more than the others? How do you think your ranking of 
the importance of these principles would compare with how 
our society in general would rank the importance of these 
principles? 
a 
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Rarely can change in education (or, indeed, in other social institution) 
be attributed to a single event. But in the fall of 1957, the Soviets’ launch 
of the first earth satellite, Sputnik, so changed the public's perception of 
education’s role that many subsequent alterations in school curricula can 
be traced back to this single seminal event. Sputnik shocked the nation by 
challenging the presumed American technological supremacy. Those 
looking for an explanation placed a good deal of the blame on public ed- 
ucation. Large audiences listened sympathetically to critics who told them 
that American schools had gone soft and that instruction in subject-matter 
content compared unfavorably with that provided youngsters in other 
countries. Instruction in the sciences was pointed to as a particularly weak 
area of the curriculum. 

Reacting to pressures to “do something” about the schools, the federal 
government in 1958 passed the National Defense Education Act. This leg- 
islation resulted in a massive infusion of federal funds meant to improve 
the quality of education. Large-scale curriculum reform projects were 
launched, first in mathematics and the sciences and later in the social sci- 
ences. Special workshops were held on campuses across the nation dur- 
ing summer terms to upgrade the skills of teachers. There was a massive 
effort to revise and upgrade the quality of textbooks and the other instruc- 
tional materials used in the schools. There were high hopes that a revo- 
lution in the schools could be carried to a successful conclusion. 

Though the curriculum reform movement of the 1960s did result in 
some important changes, these modifications fell well short of the expec- 
tations of many who had supported the passage of the National Defense 
Education Act. Teachers who attended summer programs became profi- 
cient in the use of new techniques and materials. But only a small minor- 
ity of all teachers participated in such programs. Many teachers who did 
not participate found themselves ill at ease with many of the new pro- 
grams, and a majority continued doing things much as they had always 
done them. 

Another problem involved the new instructional materials themselves. 
Many were developed by subject-matter specialists who had little if any 
experience in working with public school youngsters. Consequently 
many materials were written at a level of reading difficulty that was sim- 
ply beyond large numbers of youngsters. Further, the issue of learner 
motivation was not well attended to. Many young people simply did not 
find some of the new instructional materials very interesting. 

Probably the changing youth culture of the 1960s did more than any- 
thing else to subvert the changes in the schools that were being pushed 
by those who wanted more “intellectual rigor” in the program. With the 
discontent of young people everywhere over official policies toward Viet- 
nam and with the particular frustrations of economically concerned blacks 
in the cities, the ground was not fertile for a curriculum that appeared to 
be yet another effort to push the values of the “establishment” on the 
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young. Increasingly, young people questioned the relevance of school 
curricula that seemed bent on teaching esoteric intellectual subjects at the 
expense of topics of more immediate and more personal concern. 

The late 1960s and the 1970s were a crossroads time for American ed- 
ucation. Rejected by many intellectuals as institutions that failed to teach 
important content, and rejected by many youngsters as institutions that 
failed to attend to their needs, the schools found themselves awash in a 
sea of hostile opinion. Amid their other woes, professional educators 
found themselves assaulted by still another group, the taxpayers, who 
were not concerned so much about what was taught as about what edu- 
cation would cost, By the late 1970s, school people everywhere were re- 
evaluating their priorities in an environment that seemed to hold scant 
promise that any decisions would please very many people. 

Some have viewed this reevaluation process optimistically, some pes- 
simistically. The pessimists suggest that there is a genuine public retreat 
from the idea that public education merits support. They foresee a decline 
in the excellence of the schools in the public sector as middle-class and 
upper-class Americans shift more of their resources to support for the pri- 
vate schools that many of their sons and daughters attend. 

Optimists, on the other hand, point out that public education has 
weathered crises in the past. What is involved now, they say, is an at- 
tempt to redefine the role of the school. Out of this assessment, we may 
at last get a new view of education that holds educators responsible for 
something less than solving all social problems. A school with more de- 
limited responsibilities might, the optimists allege, be a better school than 
we have ever had before. 

Surely the outcome of today’s introspective analyses of the schools is 
not clear. But there is little doubt that when decisions are made, those 
decisions will reflect the interests of the individuals who have worked 
hardest and organized best to make their voices heard. Given this reality, 
educators who believe that they have a stake in the nature of their profes- 
sion need to become active participants in the effort to define education’s 
role. A decision to stand aside may leave the field to those who would 
shape the schools in ways that educational professionals know not to be 
sound. Active participation by educators may not assure decisions that 
will always please them, but at least, decisions will be made in the knowl- 
edge of educators’ very important perspectives. 


An understanding of educational history provides a context for viewing 
present educational practice and for reacting to proposed changes. 

From the New England Puritans, we get a legacy of concern for local con- 
trol of schools and governmental concern for universal literacy. 


SS 


FUTURE OF AMERICAN EDUCATION 


Some argue that the schools demand too little of youngsters. Young 
people can do much more than they are asked to do in school. Only a 
fraction of their intellectual power is tapped by schools. Today’s “soft” 
programs produce lazy young people who learn little but “how to use 


time unproductively,”” 


Others argue that schools do not pay sufficient attention to youngsters’ 
individual differences. Schools, they say, are regimenting agencies. In 
a culture that prizes individualism, schools prize youngsters who conform. 
School practices kill creativity in many youngsters. Our society suffers 
because potential talents find their spirits crushed in the oppressive atmo- 
sphere of many schools. 


Let's Ponder 
Read the paragraphs above. Then, respond to the following questions: 


1. Do you think schools do demand too little of youngsters? 
Why, or why not? How would you go about determining a 
level of expectations that was “just about right?” 


2. Suppose schools decided that their only objective was to teach 
rigorous school subjects to children. How would today’s prac- 
tices be changed? How would youngsters react? How would 
parents react? Would such a change be more popular in some 
communities than in others? 

3. Are the schools “oppressive” places? Why, or why not? Can 
you think of any examples from your personal experience when 
a young person in school who is very bright has simply become 
so turned off by the system that he or she has performed only 
at a minimal level? 

4. Can schools be both intellectually challenging and sensitive to 
individual differences? If such a thing were possible, what 
changes would have to occur in schools? 

5. Were you to revisit a sample of schools 25 years from now, 


would you expect to find a greater or smaller emphasis on 
“developing youngsters’ intellectual power” than you find in 


the schools today? 


pc TEST SEY ST EY 
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3 Early secondary schools were private rather than public. The Boston Latin 


Grammar School emphasized study of the classics. The academies intro- 
duced more practical subjects into the curriculum. The first public high 
school did not appear until 1821, when one was established in Boston. 

A key figure in the early and middle nineteenth century was Horace Mann. 
Horace Mann popularized the idea of the “common school.” He pointed 
Out that tax-supported schools could result in benefits not only for learners 
but for those paying the taxes as well. 

After the Civil War, there was a great increase in the demand for educated 
workers to work in the burgeoning American industries. Additionally, thou- 
sands of immigrants were entering the country who needed a systematic 
introduction to the values of their new homeland. The demand for edu- 
cational services, taken together with court actions establishing the legality 
of levying taxes to pay for schools, led to a great growth in public educa- 
tion between the late 1860s and 1900. 

A giant figure in twentieth-century American education was John Dewey. 
Dewey emphasized educating children as individuals and teaching them 
the processes of thinking rather than specific pieces of isolated information. 
Dewey's followers and their progressive education movement pushed hard 
for changes in the schools in the direction of making the schools more hu- 
mane. The great expansion of counseling services ranks as one of their 
successes. 

Intelligence testing, originally developed in France, spread rapidly in Amer- 
ican schools after World War |. In recent years, suspicions about the valid- 
ity of measuring something as broad and diverse as “intelligence” on a 
single group test have made educators much less inclined to make judg- 
ments about youngsters based on IQ scores. Too, evidence mounts that 
such tests may be culturally biased. 

Education has been greatly influenced by external affairs. For example, the 
launching of Sputnik in the late 1950s prompted a tremendous curriculum 
reform effort in the United States. This effort was dedicated to the devel- 
opment of programs thought to have more “intellectual rigor.” The impact 
of these efforts was reduced when protests over Vietnam, suspicions of 
blacks in the cities, and other developments led many young people to 
reject the new programs as irrelevant to their own needs and concerns. 
Today a massive national reexamination of education is underway. Tax- 
payers are concerned that education is too expensive. Others believe that 
programs continue to be too “soft” and that children are not getting what 
they should be getting from school. Some youngsters believe that the 
schools are already too much concerned with intellectual learning and not 
concerned enough with individual differences. All of these perspectives 
suggest a debate that has a long time to run before any broad consensus 
can be expected. 


Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false. 


1. 


2. 


-o 


Involvement of lay citizens in educational policy-making is 
a characteristic of the American public school system. 
Many present school practices that were originally devel- 
speg in response to real needs are maintained by tradition 
today. 


. There is general agreement about what goes on in a school 


where teachers are thought to be doing a “good job.” 


. “Local control of schooling” is an idea that sprang from 


biblical interpretations made by the New England Puritans. 


. In general, the curriculum of the Boston Latin Grammar 


r 


School was more “practi and “vocationally oriented” 
than the curriculum of the academy. 


. Thomas Jefferson strongly opposed the idea that schools 


should lead children to place high value on democratic 
principles. 


. Horace Mann was strongly committed to the “common 


school,” a school for the average person. 


. The decision in the “Kalamazoo case” supported the right 


of a state legislature to pass laws allowing local communi- 
ties to collect taxes for secondary schools as well as for el- 
ementary schools. 


. Intelligence testing first developed in the United States and 


is regarded widely as one of the most important American 
contributions to education. 

The Cardinal Principles constitute a set of goals for Ameri- 
can schools that suggest that schools have responsibilities 
going beyond the transmission of academic content. 


Today’s public schools and the entire system of public education reflect 
ideals and values that have been evolving since the time of the Puritans. 
Many school practices today make little sense if examined in the absence 
of an understanding of their historic roots. Consequently it is important 
for teachers and prospective teachers to be aware of some of the key ep- 
isodes that have shaped present practices. 

There is evidence that American schools today are in a transitional 
phase. Pressures are coming from a variety of groups to change the way 
things are being done in America’s classrooms. These pressures come 
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from taxpayers’ groups, from concerned parents, from youngsters, from 
intellectuals, and from a host of others. While the outcome of the con- 
frontations among the members of these disparate groups cannot be pre- 
dicted, change appears to be a certainty. As practitioners who will be 
working within the public school environment, whatever that might turn 
out to be, teachers have a personal stake in decisions that may affect the 
schools’ future. Their influence may well be tied to their ability to relate 
proposals to what has been tried in the past, to evaluate the relative suc- 
cess of those past efforts, and to pass this information on to others lacking 
this information. Given this possibility, those teachers wishing to have an 
influence on the condition of their own profession will seek after a 
grounded understanding of the historical roots of American education. 
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This chapter provides information to help the reader to 
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> 


uw 
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Recognize the existence of a trend favoring more centralized control of 
public education. 

Suggest arguments supporting and opposing local control as opposed to 
state and federal control of education. 

Point out factors associated with the expansion of the federal government's 
role in education in recent years. 

Note that the degree of control of education at the state level varies greatly 
from state to state. 

Point out why federal programs have not always responded to the needs of 
individual school districts. 

Cite the contributions of federal programs to the total educational program 
in the country over the past several years. 

Indicate possible changes in educational goals that may be coming about 
as a result of an increasing centralization of authority over educational de- 
cisions by state and federal officials. 


Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


1. In the United States, most local school boards are composed 
of officials appointed by the governor and are charged with 
carrying out the governor's policies. 

2. Federal programs in education have generally responded to 
needs identified by state and local school districts rather 
than to the needs of organized pressure groups. 

3. In recent years, many educational decisions have been 
made in response to pressures brought by organized inter- 
est groups rather than by individuals. 

4. The certification of teachers, administrators, and supervi- 
sors is a responsibility of state authorities rather than of lo- 
cal or federal authorities. 

5. The sponsorship of vocational education programs in the 
schools has been assumed primarily by educational leaders 
at the federal level rather than by those at the state or local 
level. 

6. There is an increasing trend for state governments to estab- 
lish minimum competencies that must be demonstrated by 
a student before he or she is permitted to graduate from 
high school. 

7. There are more school systems in the country today than 
there were in 1940. 


8. Pressure for bilingual education in the school has come pri- 
marily from federal rather than state or local education 
authorities. 

9. School programs result from a blend of local, state, and fed- 
eral influences. 

—_—— 10. The legal precedents currently being followed give state 
school authorities the right to make decisions that have 
Priority over decisions made by local school authorities. 


American school practices reflect compromises among local, state, and 
national forces, Some of these forces involve actions of local, state, and 
federal governmental bodies. Others are nongovernmental influences that 
impinge on schools and school programs at the local, state, and national 
levels. The relative influence of the authorities at each of these three levels 
of governance have not remained constant over time. 

In the governmental arena, American schools have been controlled tra- 
ditionally by state governments. Though federal and local authorities have 
had roles to play, the primary responsibilities have resided at the state 
level. This arrangement is rooted in the most fundamental of American 
political documents, the United States Constitution. The Constitution 
makes no express mention of schools or of education. But the Tenth 
Amendment to the Constitution does provide some general guidance in 
its notation that “the powers not delegated to the United States by the 
Constitution nor prohibited by it to the States, are reserved to the States 
respectively, or to the people.” These words imply that since the Consti- 
tution makes no mention of specific federal responsibility for education, 
that responsibility falls to the state and local authorities. 

Based on this constitutional situation, states have adopted bodies of law 
relating to the operation of the schools. These laws have established cen- 
tralized procedures for financing and managing systems of schools. Typ- 
ically systems are organized under the direction of a central state department 
of education. State legislation generally provides for local school authori- 
ties to implement general school law and policy decisions made at the 
state level. i 

Typically state legislation has created systems of locally elected school 
boards to manage educational programs in individual school districts. 
These officials establish general policies for the districts in which they 
serve. They are charged further with raising local revenues as needed to 
supplement state support for instructional programs and for the construc- 
tion of facilities. They oversee the hiring of key administrative and teach- 
ing personnel. Consistent with state guidelines, these officials also have 
some discretion over some components of the program of instruction in 
local schools. 
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Since school board members are usually elected officials, they tend to 
reflect major community interests. The school board provides a forum for 
the expression of local concern. Further, the board is a political vehicle 
capable of implementing a limited range of policies that reflect unique per- 
spectives of the local community. 

In recent years, this tidy assignment of different responsibilities within 
education to officials at different levels of government has begun to 
undergo some changes. For example, the federal government, operating 
under its constitutional authority to look after the “general welfare” of the 
population, has begun to play a much more direct role in education than 
was true in earlier times. Further, because of the need to expend scarce 
tax dollars wisely, state legislatures in recent years have been asserting 
additional state control over local school operations. In general, the actions 
of the federal and state authorities have reflected a trend that has resulted 
in a reduction in the range of school decisions left exclusively to local 
school officials. In the sections that follow, the reasons for this trend to- 
ward greater centralization are explored. Further, arguments that have 
been put forward in support of and in opposition to this trend are 
introduced. 


Sentiment for the local control of schools represents a value that runs 
deep. A random survey of speeches about school governance chosen from 
nearly any historical period is certain to include a good number of ad- 
dresses featuring ringing affirmations of the importance of local control. 
Wirt (1977) pointed out that textbooks for administrators often praise the 
value of local control and, with minimal concern about the inconsistency, 
g0 on to tell would-be principals how to impose state educational policy 
on local districts. Even some who administer federal programs do so out 
of a stated conviction that their actions are taken in support of the prin- 
ciple of local control. 

The tradition of local control has long historical roots. Education fre- 
quently was a topic of debate in early New England town meetings. In- 
deed, regardless of geographic location, when communities were small 
and somewhat isolated from one another, few challenged the right of local 
leaders to exercise considerable control over what went on in the schools. 
This system reassured local people that appropriate values were being 
transmitted to the young. Further, the system built a sense of community 
that cut across class and age lines. The system worked reasonably well so 
long as the communities and the problems remained small and manage- 
able. When communities became larger, local decision-making involving 
the personal participation by the entire community became impractical. 
The growth of the communities resulted in districts’ growing larger, in the 
consolidation of districts, and in a general increase in distance between 
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NUMBER OF LOCAL PUBLIC SCHOOL SYSTEMS: UNITED STATES, 
1939-40 TO 1975-76 


School systems (in thousands) 
1204 


1004 f: 


807 


6075 


404 


204 


1939-40 1947-48 1955-56 1963-64 1971-72 
1943-44 1951-52 1959-60 1967-68 1975-76 


(Source. National Center for Education Statistics. Digest of Education Statistics, 
1976 Edition. Washington, D.C.: United States Government Printing Office, 1977.) 


Let’s Ponder 


1. How do you account for the decline in the number of school 
districts? 


2. What do you think might have been the reactions of people 
living in districts that became consolidated into larger districts? 


3. What impact might consolidation have had on high school 
students? On junior high school students? On elementary 
school students? 
4. What advantages and disadvantages for teachers do you see in 
in consolidation? For administrators? 
5. Do you think there will be more or fewer consolidations of 
districts in the future? Why? 
e S E 
FIGURE 3-1 
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the individuals making decisions about the schools and the individuals 
affected by these decisions. 

Despite the changes in physical conditions in many American commu- 
nities, the idea of local control remains very strong. In the subsections that 
follow, some arguments supporting and opposing the value of local con- 
trol are introduced. 


The Case for Local Influences on the Schools 


Local communities know their own needs best. Though Americans in 
different parts of the country share many common values, still differences 
do exist. The special characteristics of people in individual communities 
are best understood by those people themselves. Certainly subtle differ- 
ences peculiar to individual places cannot be fully appreciated by officials 
living in state capitals or in far-off Washington, D.C. It makes sense, then, 
for local communities to control the educational programs for their own 
young poeple. They know their needs and are capable of developing 
sound programs. 

Local schools serve a unifying function for local communities. This func- 
tion goes well beyond the school as a place for presenting formal infor- 
mation to the young. The schools provide athletic programs, school plays, 
evening classes for adults, voting sites for political precincts, and other 
services that are of great importance to the adult population of a com- 
munity. Particularly, the achievements of the school athletic teams draw 
community members together. It is not uncommon for the remembrance 
of a shared moment of athletic excellence to be a positive unifying force 
years after the event. For example, in 1980 in Schulenburg, Texas, a huge 
sign, somewhat weather-beaten, continued to proclaim: “SCHULEN- 
BURG SHORTHORNS—STATE FOOTBALL CHAMPIONS 1972;” this a 
full eight years after the fact. 

Throughout the land, merchants in small towns proudly display posters 
proclaiming their loyalty to the Butte Public Bulldogs, the Smithville Coal 
Tenders, the Bryan Vikings, or some other team that provides a focus for 
community interest and discussion. When schools and their athletic teams 
are close to the community, a sense of belonging develops that is dear to 
the hearts of small-town America, Fear of losing this sense of togetherness 
along with the local school athletic teams has been an important motivator 
of those who have opposed school district consolidations. 

Through there has been a trend in recent years for an increasing pro- 
portion of school funds to be provided from state as opposed to local 
sources, still substantial revenues are raised at the local level. Local control 
of education has meant that school board officials, in response to the 
wishes of the local community, have been able to set tax rates and gen- 
erate revenue to provide the level of educational services desired. It 


should be pointed out that almost always, state authorities have decreed 
that certain minimum standards be met. But districts have typically had 
the option of providing more than these minimums. Given this situation, 
many districts have prided themselves on developing school systems far 
superior to those that have gone little beyond the levels required by the 
state. These districts have argued strongly for local control, noting that 
this control permits districts with parents and constitutuents interested in 
providing truly superior programs to do so. Without local control, it is al- 
leged, no districts would lead the way in developing high-quality pro- 
grams, and in time, all school systems would provide a level of services 
no higher than the existing minimum standards established by the state. 

The right to hire teachers is a privilege that local educational leaders 
have defended strongly against state and national encroachment. There 
has been a feeling that teachers represent adult role models for young 
people. Therefore individuals compatible with the basic values of the local 
community must serve as teachers. To assure that this indeed occurs, local 
leaders have insisted that teachers be hired by local rather than by state 
and federal officials. It is felt, too, that this procedure helps students learn 
because the teachers represent the kinds of adults the youngsters are used 
to encountering in their community. Consequently the credibility of these 
teachers does not come into question as frequently as would be the case 
were teachers very different from the community norm. 

In addition to some of these specific arguments in support of the local 
control of schools, local control is defended on the general ground of its 
consistency with American political tradition. A core American value is 
the prizing of individualism. Individualism is thought to be less threat- 
ened by small local governmental authorities than by the larger, more dis- 
tant state and federal authorities. Widespread adherence to this value 
supports local control of school in that efforts by state and federal author- 
ities to intervene are frequently seen as attacks on individual competence 
in local settings. People in local communities have a good deal of confi- 
dence in their personal abilities. This confidence, taken together with a 
strong belief in the value of the individual, makes a case for centering 
more control of schools at the local rather than at the state or national 
level. 


The Case Against Local Influences on the Schools 


Local schools may think they know their own needs best, but do they 
really? The local community is really part of a larger state community and 
a still larger national community. While there may be characteristics of the 
population in a given community that are special, it makes little sense to 
give local school people the authority to shape school programs geared 
heavily to these special characteristics. American society is increasingly 
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mobile. Students must emerge from their school years who are capable of 
fitting in comfortably in communities anywhere in the state or the nation. 
Therefore it makes little sense to allow too much local control of schools. 
A very heavy dose of “localism” in school management can result in ac- 
ademic programs that do not equip students for life in the larger world 
beyond the local community. . 

The unifying function of school in the local community has been exag- 
gerated. True, small towns continue to be highly dependent for much of 
their organized social life on programs associated with the schools. But in 
urban and suburban American, school programs represent only a tiny 
fraction of the opportunities available for citizens to come together. The 
relative importance of the small town that exists in isolation from a major 
urban center is declining. Resistance to the consolidation of school districts 
for the purpose of maintaining an individual identity for the small local 
community has little basis in logic. Consolidation is proposed in the first 
place because the numbers of students in existing districts are too low to 
be provided educational services efficiently. When consolidation is pro- 
posed, the community has already demonstrated that it either is already 
in decline or is failing to attract new residents at a rate commensurate with 
national averages. The call for consolidation does not cause the decline of 
the local community; it simply recognizes a decline that has already 
begun. 

Permitting local school districts on their own initiative to raise taxes to 
provide services over and above state minimums discriminates against 
students in local districts unable or unwilling to levy taxes to provide ser- 
vices at these levels. This inequality fosters a tendency of affluent citizens 
to cluster together in individual communities where high housing costs 
keep out middle-income and low-income people. When citizens in these 
“silk-stocking” communities levy high school taxes, they create “ghettos 
of excellence” from which youngsters of middle- and low-income parents 
are excluded. It would be more equitable for taxes from these high-income 
areas to be collected at the state level. The state could then redistribute the 
money and raise the minimum standards in every district. 

Absolute local control over teacher selection can result in teachers who 
mirror all the prejudices of the local community. If, for example, a com- 
munity has few black residents, all teachers hired may be white. If there 
is a strong prejudice against Roman Catholics, subtle means may be used 
to assure that the vast majority of teachers are Protestants. Such practices 
do not take into account that students should be prepared for the world, 
not for the local community. Given this reality, state and federal actions 
taken to assure that local hiring practices have not been reflective of un- 
acceptable biases are a reasonable and appropriate response to a poten- 
tially dangerous problem. 

In response to the argument that local control is a reflection of the tra- 
ditional value of individualism, it should be noted that in America, indi- 


vidualism has always gone forward within a social context. That is, the 
value has not been that “anything goes” in response to individual whims. 
Rather, individualism has been defined and limited by our society. There 
has been a strong tradition of collective help in support of individual de- 
velopment. The frontier farmer called in his neighbors when he roofed his 
barn. Lewis and Clark did not go alone to the Northwest frontier. This 
concern for the group and for the larger society suggests that in an age of 
great mobility, the local level of government may not represent the most 
appropriate level of control for American education. Rapid communica- 
tion, the tendency of people to move frequently from community to com- 
munity, and widespread concerns about similar educational problems 
suggest that increasingly, control over education should be vested in state 
and federal authorities as opposed to local authorities. 


Local Influences: Status Report 


In this century, there has been a tendency for local school authorities 
over time to lose some of their control over education to state and federal 
authorities. This general pattern, however, should by no means be taken 
to suggest that local authorities today do not still exercise a profound in- 
fluence over school programs in individual districts. They continue to 
make many decisions that give special flavors to individual school dis- 
tricts. But the range of their discretionary authority has tended to erode 
over time. 

Efforts to professionalize education have typically sought the active in- 
volvement of state authorities. Clearly a policy decision has a wider im- 
mediate impact when it is backed by state authority. For this reason, 
decisions relating to many school personnel and program standards have 
been vested in state rather than local authorities. Particularly since World 
War II, there has been a great increase in the number of such standards 
adopted at the state level. Moves to implement and enforce these stan- 
dards have tended to truncate the discretionary authority of local school 
officials to some degree. 

At the federal level, organized interest groups have been able to secure 
the passage of legislation that has an impact on local districts. Specifically, 
programs relating to bilingual education, the treatment of minorities, vo- 
cational education, and the education of handicapped youngsters have 
been sponsored by federal authorities. Requirements placed on school dis- 
tricts by federal officials relating to the implementation of these programs 
have taken some program decision-making power away from local edu- 
cation officials. Today even very small districts are likely to have individ- 
uals charged with coordinating federal programs in the school system. 

Though there has been a clear tendency to remove some decision- 
making power from local educational leaders, the belief in local control of 
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ISSUES RELATING TO LOCAL CONTROL OF SCHOOLS 


Let’s Ponder 


1. What kind of a community did you grow up in? How well do 
you think you were prepared for life beyond this community? 
Were there any features of your school program that responded 
to specific local political pressures? 


2. Do you think the kinds of people elected to school boards are 
representative of the local community? Why, or why not? 


3. Do decisions of school boards, in your experience, seem to be 
generally consistent with feelings of the local community? Can 
you cite any examples to support your conclusions? 


4. What would have been the effects on your community were 
school athletic programs to have been dropped? Was con- 
solidation ever an issue in your community? If so, how did 
people feel about the question? 


5. Do you think that increasing the authority of local school 
boards would tend to increase or decrease sexist or racist hiring 
practices in education? Why do you think so? 


6. How different do you think communities are in the United 
States today? How different do school systems need to be? 


7. Ifyou were to predict the situation 25 years from now, would 
you expect local school authorities to have more or less au- 
thority than they have now? 


—aE annie 
FIGURE 3-2 


education remains very strong. Few months pass by when professional 
journals do not publish articles by local school officials complaining about 
complex state and federal programs and their drain on local administrative 
resources. Given the commitment to the value of local decision-making, 
local influences on education seem likely to be significant in the years 
ahead, even though they might be somewhat diminished from what they 
were in earlier times. 


Traditionally the greatest concentration of governmental power over 
public schools has been centered at the state level. Though state guide- 
lines have influenced the school curriculum tremendously, they some- 


times seem somewhat distant to the average citizen. Sometimes the heavy 
local press coverage of specific issues being weighed by local districts has 
given the erroneous impression that state influences on education are of 
relatively minor importance. Though local disputes may have a higher 
“visibility” among citizens in the local community, much more significant 
authority over education programs is found at the state than at the local 
level. 

State control is exercised in a number of ways. State authorities typically 
control the certification of teachers, administrators, and curriculum super- 
visors, who are trained by colleges and universities. Preparation programs 
in these institutions are controlled by the state. Through the control of 
preparation programs and of certification requirements, state authorities 
establish minimal levels of quality for the educational professionals who 
will be permitted to teach in the schools. 

State legislatures require that certain subjects and topics be provided in 
school curricula in all state districts. Requirements in the state of Illinois 
exemplify a pattern that is quite common in most states (though there is 
some variety in terms of the specific courses required). In Illinois, all 
schools must provide instruction in health, physical education, and 
United States history. Further, schools are directed to include emphases 
on American patriotism, representative government, and the effects of al- 
coholic beverages (Hazard, 1978). To assure adherence to the prescribed 
state curricula, state authorities retain inspection rights over local district 
instructional programs. 

In some states, state authorities adopt textbook titles for use in the 
schools. There is a good deal of variance in how this is handled from state 
to state. Some states—Texas, for example—identify a limited number of 
titles that are purchased and distributed to local schools. The districts may 
select other titles, but they must purchase them with local tax monies. 
Given a choice of books purchased with state funds or of levying local 
taxes to buy books instead, not surprisingly very few districts use text- 
books that are not on the state adoption list. In other states, the titles iden- 
tified by state education authorities are little more than suggestions that 
may or may not be adopted by local districts. Some states do not get into 
the textbook identification business at all. 

The situation with regard to textbooks points up an important point 
about the state control of education. That is, while it is generally true that 
state authorities excercise a tremendous control over local programs, the 
actual degree of centralization of authority at the state level varies a good 
deal from state to state. In an exhaustive survey of administrative practices 
in the fifty states, Frederick Wirt and his students found differences 
among levels of state authority to vary according to traditional geographic 
regions. Relatively weak state controls were observed in the Northeast 
and in the Rocky Mountain states. States in the Midwest and the West 
generally had somewhat stronger state controls. The strongest general 
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pattern of state control over education was found in six states in the 
Southeast. In terms of individual state extremes, Wyoming was observed 
to have the weakest state control over education and Hawaii the strong- 
est—in Hawaii, there are no local school districts at all (Wirt, 1977). 

The legal basis for state control is a nineteenth-century judicial decision 
that yielded what has come to be known as Dillon’s rule. In essence, Dil- 
lon’s rule holds that “the state can create and destroy all local units and 
it can grant or withhold authority for them to act” (Wirt, 1977, p. 164). 
The judicial precedent has provided the general authority for state edu- 
cational authorities to hold local school districts accountable. This is an au- 
thority that state authorities have not been reluctant to use. As is noted in 
the subsections that follow, there is much debate regarding whether lodg- 
ing control of education at the state level is a good idea. 


The Case for State Influences on the Schools 


Expertise in curriculum development and program management tends 
to be vested in relatively small numbers of individuals who have under- 
gone special training. It is unrealistic to suppose that sufficient numbers 
of people will ever have the professional depth in these areas that is as- 
sociated with first-class curriculum development and program manage- 
ment. Consequently it makes a good deal of sense to concentrate the 
relatively small pool of expert talent that is available at the state level. 
These talents can be directed toward developing curricula and program- 
planning guidelines that can be disseminated to local schools for imple- 
mentation. This procedure relieves the local schools from difficult devel- 
opmental tasks that may go beyond their talents and resources. It leaves 
the implementation responsibilities to officials at that level. These respon- 
sibilities accord more appropriately with the general level of expertise in 
local districts. Further, when local officials are freed from curriculum and 
program development tasks, their time resources can be spent produc- 
tively in the important area of fitting state guidelines to the unique char- 
acteristics of the local school districts. y 

State control of education promotes accountability. State legislatures 
mandate certain program minimums. Thus it is only logical that the re- 
sponsibility for overseeing the implementation of these basic guidelines be 
undertaken by state rather than by local officials. Further, purely from the 
perspective of efficient management, it makes sense to implement proven 
innovations in education at a state level rather than district-by-district. For 
example, should a fine new reading program be developed, action at the 
state level can install this program relatively quickly in every local district 
in the state. Were such a decision left to the local districts, squabbling 
could delay statewide implementation for years. 


SS 


COMPARATIVE LEVELS OF STATE CONTROL 
OVER EDUCATION IN DIFFERENT REGIONS 


There is variability in the quantity of state control over public education in 
different regions of the United States. Note the following general patterns: 


High Degree of State Control; States of the Old South (parti- 
cularly those where major battles 
of the Civil War had been fought) 


Moderate Degree of State States of the Midwest and the 
Control: West 


Low Degree of State Control: States of the Northeast and the 
Rocky Mountains 


Let’s Ponder 


1. How do you explain the relatively high degree of state control 
of education found in states of the Old South? Are there 
historical reasons? Would you expect to see changes in this 
pattern in the future? Why, or why not? 


2. What accounts for the relatively low degree of state control 
in the Northeast? Are there historical reasons? Would you 
expect to see changes in this pattern in the future? Why, or 
why not? 

3. How do you account for the low degree of state control over 
education that generally characterizes states of the Rocky 
Mountain Region? Are there historical reasons? Would you 
expect to see changes in this pattern in the future? Why, or 
why not? 

4. What do you expect to see in the future in states in the Midwest 
and the West? Do you look for an increase in state control 
over education in these states or a decrease? Why? 


_——— ae 


FIGURE 3-3 


State control assures that competent personnel will be hired to work in 
the schools. While certainly most local districts are managed by highly 
competent individuals, still the possibility exists for abuse, given the local 
district’s power to hire teaching and administrative personnel. Clearly 
some individuals are hired because of personal ties to influential people 
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in the community. But through control of certification requirements, the 
state assures all citizens of the state that all individuals will meet certain 
minimum criteria before they can be hired to work in the schools. Without 
this control, the professionalism of educators in the schools would not be 
so high as it generally is today. 

In all areas, state control tends to professionalize education. State agen- 
cies act as a conduit for communicating information of all sorts to individ- 
ual school districts. New research results, opportunities to participate in 
statewide assessment efforts, and a host of other possibilities for becoming 
linked to state and national professional efforts in education become avail- 
able to even the most remote school districts in the state because of the 
existence of strong, central state-education agencies. A diminished influ- 
ence for state-level education authorities would have a negative effect on 
the quality of programs in nearly every school district. 


The Case Against State Influences on the Schools 


At one time, individuals with high-level training in curriculum devel- 
opment and program management were few in number. While there 
might have been a historical case for concentrating the limited numbers of 
talented individuals in state education offices, this argument is no longer 
compelling. There has been a vast increase in the number of individuals 
managing local districts who have extensive preparation in sophisticated 
curriculum and program-planning skills. For example, even small districts 
today may have a superintendent with a doctoral degree. Many have in- 
dividuals with doctoral degrees or at least extensive graduate training 
heading key curriculum and administrative departments. Any fair assess- 
ment would result in a conclusion that the diffusion of talent in education 
has reached down to even quite small districts today. These talented in- 
dividuals are capable of doing more than simply implementing procedures 
sent down to them by officials in state offices. 

State control of education tends to overlook diversity among America’s 
local school districts. This diversity suggests the need to tailor school pro- 
grams to the population of young people to be served. Further, there are 
issues of community values involved. Some communities wish an empha- 
sis on area A, others on area B, and still others on areas C through Z. 
State-level officials do not take these important local differences into ac- 
count. Consequently some programs promoted by state officials are sim- 
ply not appropriate for certain communities. It would make better sense 
to increase the power of local officials to make substantial modifications in 
the school curriculum to fit unique local needs. State control interferes 
with their freedom to act as they know they responsibly should act. 

No one argues with the need to be accountable. But assessment of 
school programs should be undertaken at the local level, not at the state 


level. State evaluators, because they must deal with information from all 
districts in a state, tend to assess programs based on state averages. These 
averages might not be appropriate for a given community. For example, 
a school district in a small community consisting of college professors who 
have always encouraged their children to read and have supported their 
efforts to learn in every way might have scores on a statewide test that 
look absolutely brilliant in terms state averages. These scores might result 
more from the particular home backgrounds of these youngsters than 
from the excellence of their school programs. In such situations, it would 
make much more sense for local school officials to make year-by-year com- 
parisons of the progress of students within the district. This information 
would reveal a good deal more about how well the program is “working” 
than assessment data based on state averages. 

State control does not professionalize education. Rather, state control 
bureaucratizes education. Attempts to establish quality control result in a 
paperwork nightmare for local administrators. Further, the effort to assure 
that all individuals in schools have proper credentials is credible only if 
there is a pool of properly trained individuals available for hire. Often this 
is not the case. Nearly every state has “emergency certificates” of some 
kind that can be issued at the request of a local district to an individual 
with some deficiency in his or her formal training. Given the legal avail- 
ability of these “exceptions,” state pretenses as guarantors of “quality per- 
sonnel” are something of a sham. 


State Influences: Status Report 


Evidence suggests that state control over education is increasing at the 
expense of local control. Part of this trend is explained by the increasing 
hostility of taxpayers in various parts of the country to supporting edu- 
cation through a system of locally collected taxes on real property. The 
passage of Proposition 13 in California has resulted in the state’s picking 
up a larger share of the financial burden associated with the management 
of public education. A shift in power almost always accompanies a shift 
from one governmental level to another in the collection and distribution 
of tax monies. If the states are to pay the bill, then the states will want to 
look after their expenditures. The state legislatures will very likely allow 
them no other course of action. k i 

Beyond the trend toward states’ picking up higher percentages of finan- 
cial responsibility for the schools, a number of court challenges have been 
mounted in recent years that have implications for the issue of state versus 
local control. Litigants are contending that children should be guaranteed 
a “quality education” regardless of their district of residence. Decisions in 
these cases might require state authorities to equalize the funds expended 
for education in all state districts. This requirement will result in a dimin- 
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ished influence of local school authorities, who will be barred from using 
local revenues to provide programs in their districts that are greatly su- 
perior to or different from state-mandated “quality standards.” 

State legislatures throughout the nation have been consumed by two 
great enthusiasms regarding education in the past several years. First of 
all, they have become increasingly vocal on the point that schools must 
become “accountable.” Second, they have been ever more attracted to the 
idea that certain “minimum levels of competence” be required of all stu- 
dents before they are permitted to graduate from high school. The “ac- 
countability” movement and the “minimum-competency” movement both 
promise an even greater concentration of power in state education agen- 
cies. Both will require the development of extensive statewide testing. It 
is clear that this testing will be developed and administered by the state 
education agencies. Local districts will be required to pass extensive data 
on to the state agencies for approval. Clearly the result will be another 
restriction of local control and an expansion of state control over education. 

Finally, in recent years, the federal government has acted to strengthen 
state control over local education. Many federal programs are funneled 
through state agencies en route to local schools. State officials are charged 
with overseeing a good many of these programs. Their contacts with the 
officers for federal programs in local districts represent yet another ex- 
ample of the expansion of state control that has been witnessed over the 
past few years. 

Educational trends are difficult to project, but little on the horizon sug- 
gests any imminent reduction in state control over education. Indeed, the 
trend toward an increasing concentration of administrative power at the 
state level seems quite likely to maintain itself for some time to come. 


Though the federal government has been active in certain aspects of ed- 
ucation for some time, this activity has increased dramatically in recent 
years. In modern times, acceleration of federal interest in the schools can 
be traced to the late 1950s. When the first Russian space orbiter, Sputnik I, 
was launched, an almost immediate public concern developed over the 
technical training being provided in the schools. A legislative response to 
this concern was the National Defense Education Act of 1958. This legis- 
lation provided monies to send teachers to special training programs to 
upgrade their skills. The impetus of this effort also resulted in a number 
of national curriculum projects, underwritten—in part, at least—by the 
federal government, that brought top talents together to develop new cur- 
ticula for the public schools. Originally centering on the sciences, later 
these efforts expanded to include programs for developing new social sci- 
ence curricula as well. As a result of these efforts, influences of work sup- 
ported by federal dollars began to shape a number of curriculum areas 
through the 1960s and on into the 1970s. 


The impact of these federal curriculum-development efforts on school 
programs is difficult to assess. True, large numbers of new curricula were 
developed. True, many of these curricula represented promising new con- 
tributions to the field. But relatively small percentages of teachers were 
involved in special training programs where they were taught to use these 
materials. Some of these programs, additionally, suffered from being too 
heavily oriented toward the needs of the college-bound student. Some 
were simply not well suited to youngsters for whom graduation from high 
school would represent the end of formal schooling. For these and other 
reasons, these federally sponsored curriculum-development projects did 
not have as pervasive an influence on the schools as some might have 
hoped. 

In more recent years, federal involvement in education has been di- 
rected less toward the establishment of specific curriculum programs. 
Rather, federal authorities have moved as advocates of the rights of special 
groups of individuals whose interests may not have been well served by 
school programs developed by state and local authorities. The concern, 
then, of more contemporary federal involvement has been about how cer- 
tain groups of individuals are being treated by the schools rather than con- 
cern about the school curriculum as it operates, independent of its impact 
on these individuals. 

Goldhammer (1978) has identified a number of contributions to educa- 
tion that have resulted directly because of federal intervention. He noted 
such things as the following: 


1. Vocational education has been established and has been built into 
programs at most levels. 

2. Special programs have been developed for the handicapped and the 
disabled. 

3. Bilingual programs have been stimulated. 

4. New curricula in the sciences have been implemented. 

5. Programs for out-of-school youth have become part of the respon- 

sibility of local school districts. 

. Adult and continuing education has become generally available. 

7. Schools have had to respond more vigorously to the special needs 
of minority students.” 


an 


While few dispute that the federal government has had an impact on 
school programs, debate is heated on the question of whether federal in- 
volvement is a “good” thing. Some of the positions taken in these discus- 
sions are highlighted in the subsections that follow. 


* Adapted from Keith Goldhammer, “The Proper Federal Role in Education Today,” 
Educational Leadership (Feb. 1978), 350-353, pp 350-351. 
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The Case for Federal Influences on the Schools 


The federal government speaks for the entire society. Because leaders 
in Washington receive signals from the entire population, they are posi- 
tioned to take actions that represent the real national interest. For exam- 
ple, when national data reveal a deficiency in science and technical 
programs in the schools that might have long-term negative influences on 
our national defense capability, federal authorities can take action. While 
states and local authorities would probably be willing to take similar ac- 
tions themselves, they simply do not have the information resources to 
detect emerging areas of need quickly. For this reason, the federal govern- 
ment must be empowered to make important decisions regarding school 
programs. 

The interests of certain groups have not been well served by programs 
devised and implemented by state and local authorities. For example, in 
some places, educational resources diverted to programs serving minority 
groups have been meager as compared with those diverted to programs 
serving students from majority groups. In many instances, children with 
learning handicaps have been very poorly provided for in the schools. In 
many areas, programs for adults wishing to upgrade their educational 
level have traditionally not been viewed as part of the schools’ responsi- 
bilities. Since education properly serves the special needs of every seg- 
ment of the population, there is a need for an authority to see that these 
needs are, in fact, met. Because federal decisions have impact in all states 
and in all districts, the federal actions taken to help groups whose needs 
have traditionally not been well served has been highly appropriate. 
These actions have assured that individuals can find programs to fit their 
special requirements regardless of where they live. The net result of these 
efforts is to upgrade the level of educational competence of the entire 
society. 

Increasingly we are becoming a nation of Americans, not a loose asso- 
ciation of Texans, New Yorkers, Montanans, and citizens of other states. 
People move freely from place to place. The “NBC Nightly News” is seen 
in Bar Harbor, Maine; Tampa, Florida; Missoula, Montana; San Angelo, 
Texas; Independence, Iowa; Salem, Oregon; and nearly every other area 
of the country. Name-brand merchandise is on the shelves of commercial 
outlets across the nation. Because our similarities today are more profound 
than our differences, our education system should be standardized to as- 
sure that the individual who moves to a distant state will take along a set 
of competencies that will make adjustment relatively easy. Heavier federal 
involvement in education seems the most appropriate remedy to assure 
that school programs everywhere will do a good job of providing young- 
sters for an adult role anywhere in the United States. 


eS 


FEDERAL CONTROL OF EDUCATION 


Mobility of our population is increasing. A student born in Florida may 
go to elementary school in Montana, high school in Texas, and attend a 
college or university in Pennsylvania. If he goes to graduate school, he 
may spend time in several additional states. 


As adults, Americans feel quite comfortable in moving from one part of 
the country to another. Indeed, this kind of movement taken together 
with our superlative transportation system and our capability of com- 
municating instantly with any part of the country have made similarities 
of American towns and cities more striking than their differences. 


Given this situation, it would make a good deal of sense for us to give up 
the illusion that local communities and states are somehow so different 
from one another that different sorts of school programs are needed. We 
are truly one nation. And, truly, what we need is one national school car- 
riculum. There is a need for the federal government to manage education 
as a nation-wide enterprise. Such a system would assure maintenance of 
high levels of quality for youngsters everywhere. Further, it would recog- 
nize in a programmatic sense that we are indeed one people. 


Let’s Ponder 
Read the selection above and consider the following questions: 


1. What disadvantages, if any, do you see for a system of education 
that is controlled almost exclusively at the federal level? Could 
anything be done to overcome these disadvantages? 


2. What advantages, if any, do you see for a system of federal 
control of education? What sorts of occurrences would result 
in a diminution of these advantages? 

3. What is your reaction to the point that similarities of American 


towns and cities, regardless of their geographic location, are 
more striking than their differences? Do you have any specific 


evidence to support your view? 

4. What do you think would happen to salaries of teachers were 
education to be controlled exclusively by the federal govern- 
ment? Why do you think so? 

5. How likely do you think a federal takeover of all responsibility 
for education is? What would change the odds? 


—— Tl 


FIGURE 3-4 
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The Case Against Federal Influences on the Schools 


It is a failure of logic to argue that the federal government speaks for 
the entire society. At best, the government represents only a majority 
view. At worst, the government represents a view that those in power 
believe “ought” to represent the majority, whether it in fact does or not. 
Recall, for example, that during the Vietnam war, particularly during its 
final years, public opinion poll after public opinion poll revealed a major- 
ity of the population to be opposed to governmental policy. Yet for a long 
time government officials maintained a policy clearly running in opposi- 
tion to this opinion. Given the uncertain record of the federal government 
as a responder to the will of the people, the prospect of increasing federal 
control over education is frightening. 

Anyone who has worked with federal programs will report frustration 
centered on the heavy paperwork load involved. It is not surprising that 
the federal government wishes to defend the appropriateness of its ex- 
penditures by requiring adequate documentation from those receiving 
federal monies. But there is a real problem that results from the distance 
of federal authorities from the local schools. This distance requires that 
documents flow through a host of intermediate agencies. When the pro- 
cess begins, at the local school district level, the paperwork involved can 
be absolutely overwhelming. Today, with the growth of federal programs 
in the past several years, even the smallest school districts find it neces- 
sary to appoint someone to manage the paperwork associated with federal 
programs. Usually this is a full-time position. Should there be a vast ex- 
pansion of federal involvement in education, the paperwork in local dis- 
tricts would be insupportably heavy. 

The lack of differences from place to place in this country has been ex- 
aggerated. It is true that technological changes have brought us closer to- 
gether, but strong local differences remain. Individual and regional 
differences are a core American value that would be seriously threatened 
were local and state control of education replaced by federal control. Fur- 
ther, the ability to move from place to place remains, for many, a choice 
not taken. Significant numbers of people continue to be born, to live, and 
to die very close to their place of birth. The sense of place is a strong char- 
acteristic of Americans, and it is rightly supported by an educational sys- 
tem that reflects regional differences by developing programs at the state 
and local levels. 

Federal programs have been disruptive to the operation of the school 
curricula. Many such programs have simply been imposed from above. 
The federal government has mandated that X be done, but the “how” has 
been left to the states and the local schools. Unsystematic introduction of 
new programs in the schools because of federal action has played havoc 
with systematic curriculum development. Curricula have become frag- 
mented, and the principle of developing a logical progression of learning 


experiences has been violated. The net result may be less real learning for 
the youngsters in the schools. 


Federal Involvement: Status Report 


Though school people who must administer federal programs have 
complained loudly about the burden of paperwork involved, most have 
been glad to have the federal money. Certainly there is nothing on the 
horizon at present that suggests an imminent reduction in the level of fed- 
eral involvement. 

Part of the complaint that state and local officials have had about federal 
involvement in education has resulted because federal actions have fre- 
quently been taken in response to pressures from interest groups outside 
of organized education. For example, national organizations of Spanish- 
speaking Americans have been behind the federal effort in support of bi- 
lingual education, Parents of handicapped children have pushed for more 
adequate school programs for their children. One result of this trend has 
been a failure of the federal government to develop programs targeted at 
some of the needs that those within state and local educational agencies 
see as pressing. 

Frazier (1978) pointed out that school people are becoming increasingly 
aware of their failure to communicate their perceptions of “high need” 
areas to the federal government. This failure suggests the possibility that 
in the near future political organizations comprised of parties within local 
and state education may develop to make their needs better known to fed- 
eral education authorities. This trend may result in a competition for re- 
sources between partisans of various interest groups outside public education 
and representatives of the professionals working inside public education. 
Some fascinating political drama seems sure to lie ahead. 


It seems clear that local districts are continuing to yield up additional 
control to state education authorities. Both local and state authorities are 
having increasing numbers of restraints placed on them because of federal 
actions in education. Several implications for future teachers are suggested 
by these trends. 

First of all, because many decisions affecting educational practices in lo- 
cal districts are going to be made at the state and national levels, teachers 
are going to need to develop professional perspectives going beyond their 
local community. If they are to have some influence on these decisions, 
they are going to have to affiliate with and play an active role in groups 
having a voice in the state capital and in Washington, D.C. 

Second, teachers can expect more demands for evidence that their 
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youngsters are learning. Because many of these demands are going to 
come from state and not local authorities, the kinds of anecdotal remarks 
about individual youngsters that would suffice for parents or principals 
will not suffice. Given the number of teachers and learners involved, it 
seems clear that the states will increasingly demand evidence of achieve- 
ment as provided by objective tests of some sort. Indeed, the political de- 
mand for information at the state level may be outrunning the “state of 
the art” in test development. That is, adequate testing technology may not 
be available to deliver, responsibly, the kind of information that is wanted. 
But given political pressures, states may be forced to give some available 
tests, whether adequate or not. 

Teachers, if they are to have some voice in the matter of assessing their 
students, must be prepared to argue their case at the state, not the local 
level. To protect themselves from inadequate and inappropriate testing 
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programs, teachers will have to develop a more sophisticated understand- 
ing of the whole area of learner assessment than many have had in the 
past. 

Teachers may be called on to deal with youngsters in their classrooms 
who are quite different than those they were trained to teach. Federal 
laws, such as Public Law 94-142,* are going to result increasingly in the 
placement in regular classrooms of students who formerly spent their en- 
tire day in special classrooms. This law and others on the horizon suggest 
that teachers will need to engage in professional upgrading of their skills 
through much of their careers. As a consequence, in-service education for 
teachers is certain to take on important new dimensions. 

Finally, to put matters in perspective, we need to reemphasize that in 
the final analysis it is the individual teacher who will “make a difference.” 
While policy questions related to issues of federal, state, and local author- 
ity do influence the range of individual teachers’ actions, still the primary 
influence on youngsters is the teacher. So though we may be heartened 
or disheartened by trends related to the political control of education, we 
must not lose sight of the individual who is going to “make” or “break” 
any program: the all-important classroom teacher. 


1 Traditionally most control over education has rested at the state level of 
government. There is evidence that today state authority is increasing at 
the expense of local authority. 

2 In general,.state educational authorities provide general guidelines related 
to the content of the school curriculum, the establishment and manage- 
ment of local school districts, and the certification of the professionals who 
work in the schools. 

3 Local school-district authorities are charged with implementing state 
guidelines. They oversee the day-to-day management of the schools. They 
control most aspects of hiring personnel to fill professional and nonprofes- 
sional vacancies in the schools. 

4 There has been a great reduction in the number of school districts in the 
country over the past forty years. Consolidation has made it possible to 
build larger schools and to provide more adequate services. Consolidation 
has been opposed on some occasions because of the feeling that there 
will be a negative impact on the local community as a result of the loss 
of a school or a school district bearing the community's name. 

5 Supporters of local control of education base most of their arguments on 
the idea that local people know local needs best. Opponents of this view 
suggest that, given an increasingly mobile population, schools must pre- 
pare students for life in the larger society. Excessive local control, these 


* See Chapter 17 for an extensive treatment of this legislation. 
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critics contend, can result in the development of school curricula having 
little utility to students outside of the local area. 

In recent years, state legislatures have been increasingly interested in pass- 
ing “accountability” legislation and ‘“‘minimum-competency” legislation. 
Laws reflecting these trends have placed increased responsibilities on state 
departments of education. They support the general increase in the power 
of state educational authorities over local educational authorities. 

State control over the certification of teachers establishes a minimum level 
of quality control. Further, the state, through its relationships with colleges 
and universities, works to maintain high standards. 

Federal influences in education have been exercised largely because of 
pressures brought to bear by organized interest groups. Most of these in- 
terest groups have represented individuals not working within public ed- 
ucation. Federal action has been taken to assure that certain groups whose 
interests were seen as being ill served by existing programs would receive 
instructional programs consistent with their unique needs. 

Local and state authorities have generally been willing to take federal 
money for educational purposes. They have objected, however, to the 
heavy load of paperwork associated with federal program management. 
In general, there seems to be a trend toward increased state and federal 
involvement in education. Thus teachers are going to have to keep abreast 
of the developments occurring in state capitals and in Washington, D.C. 


Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


1. In the United States, most local school boards are composed 
of officials appointed by the governor and are charged with 
carrying out the governor's policies. 

2. Federal programs in education have generally responded to 
needs identified by local school districts rather than to the 
needs of organized pressure groups. 

3. In recent years, many educational decisions have been 
made in response to pressures brought by organized inter- 
est groups rather than by individuals. 

4. The certification of teachers, administrators, and supervi- 
sors is a responsibility of state authorities rather than of lo- 
cal or federal authorities. 

5. The sponsorship of vocational education programs in the 
schools has been assumed primarily by educational leaders 
at the federal level rather than those at the state or local 
level. 


6. There is an increasing trend for state governments to estab- 
lish minimum competencies that must be demonstrated by 
a student before he or she is permitted to graduate from 
high school. 

7. There are more school systems in the country today than 
there were in 1940. 

8. Pressure for bilingual education in the schools has come 
primarily from federal rather than state or local education 
authorities. 

9. School programs result from a blend of local, state, and fed- 
eral influences. 

10. The legal precedents currently being followed give state 
school authorities the right to make decisions that have 
priority over decisions made by local school authorities. 


Traditionally state educational authorities have exercised the greatest 
degree of control over public education. Today the control of state de- 
partments of education is increasing at the expense of local control. States 
are picking up a higher percentage of school funding than was true in 
former times. State legislatures are directing state school authorities to 
hold local districts accountable for educational expenditures and for the 
levels of competence demonstrated by secondary-school graduates. 

In recent years, there has been a dramatic growth in the involvement 
of federal authorities in education. In general, federal programs have de- 
veloped because of efforts mounted by special-interest groups who have 
felt that their needs were not being well served by school programs. Em- 
phases on bilingual education, vocational education, education for adult 
learners, and the education of handicapped students have been reflected 
in federal programs. Increased involvement by federal authorities has 
been viewed as a mixed blessing by local officials. On the one hand, the 
money flowing from the federal treasury has been welcomed. On the 
other hand, there has been great frustration over the paperwork associ- 
ated with the management of federal programs. 

In general, it is fair to say that education in the United States is becom- 
ing increasingly governed by state and federal actions as compared with 
local actions. An implication of this trend is that teachers in the future are 
going to have to keep abreast of developments occurring in state capitals 
and in Washington, D.C. If teachers’ influence on educational policy is to 
be felt, that influence probably will have to be expressed through repre- 
sentatives of professional organizations who speak with state and national 
legislators. Further, because of the need to respond in a short time to man- 
dated federal programs, teachers with years of experience may find them- 
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selves in need of new skills. The importance of in-service training programs 
seems certain to increase in the years ahead. 

Finally, it must be remembered that regardless of where basic educa- 
tional policy decisions are made, ultimately the classroom teacher is the 
person who must implement them. Though teachers may be happy or 
unhappy about the increasing influences of state and federal authorities, 
they should take solace in an understanding that the teacher remains the 
pivotal figure in determining whether programs and youngsters fail and 
succeed in the schools. 
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This chapter provides information to help the reader to 


1 Name the general bases used for organizing curricula. 

2 Explain why curriculum organization is important for learning. 

3 Describe the advantages and disadvantages of subject-centered curricula. 
4 Point out the features of curricula organized according to a broad-fields 


approach. 


5 Suggest the possible relationships between the nature of the subject matter 
and the curriculum organization. 


NO 


Point out how the needs of society influence curriculum organization. 
Describe the factors to be considered in implementing curricula that re- 


spond to individual needs. 


Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


T 


Because they have gone through a common preparation 
program, few teachers disagree about what should be em- 
phasized in school programs. 


. In Puritan New England, schooling was seen as a mecha- 


nism that could keep children from falling into the hands of 
the Devil. 


. Throughout history, it has been a common practice to or- 


ganize instruction in schools in such a way that knowledge 
is separated into different academic subjects. 


. According to those favoring a “structure-of-disciplines” ap- 


proach to teaching, learners should be familiarized with the 
basic organizing ideas of academic subjects or disciplines. 


. Critics of subject-centered curricula point out that the “real” 


world is not divided into separate subjects, such as history, 
mathematics, and science. 


. An advantage of the broad-fields curriculum is that large 


numbers of teachers have the breadth of training necessary 
to deal successfully with the approach. 


. Proponents of “needs-of-society” curricula point out that 


learners are motivated by programs associated with this 
approach. 


. Critics of the “needs-of-society” orientation say programs 


associated with the approach needlessly force learners to 
delay their choice of a career. 


. Jean Piaget has identified a number of developmental 


stages through which all individuals are thought to pass. 


10. In the view of supporters of “learner-centered” curricula, an 
important strength of programs associated with this ap- 
proach is the placement of learners at the center of the plan- 
ning process. 


As principal of a medium-sized middle school, Marge Henry finds that 
many of her problems with her thirty-eight faculty members concern dis- 
agreements about how the curriculum should be organized. Many of the 
fifth- and sixth-grade teachers favor a learner-centered approach that em- 
phasizes experiences more than subject-matter content. They tend to be- 
lieve that individual development is the primary mission of the school. 

Another group of teachers believe that education should prepare 
youngsters to move smoothly into the adult world of work. They are con- 
vinced that the needs of society should be analyzed and that the school 
program should be directed toward meeting these needs. They are fearful 
that learner-centered approaches may result in programs that provide 
youngsters with no useful social skills. 

Still another element in the faculty, represented by fairly large numbers 
of seventh- and eighth-grade teachers, are suspicious of both the learner- 
centered and the society-centered approaches. They dismiss learner- 
centered curricula as “frivolous” and point out that the needs of society 
change too frequently to provide a sound basis for course planning. The 
teachers in this faction believe that the traditional emphases on academic 
subjects represent the best foundations upon which to build the school 
program. They are particularly wary of innovations that they feel might 
“dilute” or “water down” the academic program. 

These teachers and the views they represent are found in American 
schools everywhere. Partisans of these basic positions are very sincere in 
thinking their view the “best” or the “most responsible.” These philo- 
sophical differences point up the great difficulty involved when policy de- 
cisions are needed that specify what is to be taught. Clearly such decisions 
tend to support some philosophical positions and to run counter to certain 
others. Professional educators’need to be familiar with these orientations 
and to understand the curriculum decisions that logically flow from each. 
The elements of the operating school program did not just get there by 
chance. They were put in for a purpose. That purpose relates to the phil- 
osophical premises of those people who set up the program. For example, 
if a high school requires four years of mathematics for all graduates, this 
requirement suggests that there is a good deal more support for a subject- 
centered curriculum than for a learner-centered curriculum in this district 
or in this school. On the other hand, a high school with few, if any, re- 
quired courses above and beyond those the state requires for graduation 
and very large numbers of elective courses probably belongs to a school 
or district with a heavy commitment to learner-centered curricula. 
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SUBJECTS IN THE CURRICULUM AND WHY THEY WERE 
SELECTED FOR THE SCHOOL PROGRAM 


List some of the subjects you took in elementary school, junior high school, 
and senior high school in the spaces provided at the left. In spaces at the 
right, suggest reasons or motives that you think might have been used to 
justify inclusion of these subjects in the school program when they were 
first introduced. 


Subjects 


Let’s Ponder 


1. Do you find that most of your school subjects seem to have 
been included because of reasons related to importance of 
(a) the characteristics of the individual learner, (b) the needs of 
society, or (c) the subject matter of the academic disciplines? 


2. Were all subjects in schools you attended directed to serving 
just one of the stated purposes of the school (see “a,” “b,” and 
“c” in question 1 above), or were each of these purposes served 
by at least some courses? 


3. In the future, would you expect most new courses to serve “a,” 
“b,” or “c” (refer to question 1, above). Why? 
Ce naa 
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Look at Figure 4-1. See if you can explain why some of the subjects you 
studied during your elementary- or secondary-school years were included 
in the curriculum. 

If you had some difficulty in identifying the purpose of some of the sub- 
jects you took in school, you need not feel bad. Many people find it very 
difficult to identify the specific purpose that a school subject is supposed 
to be serving. Indeed, many teachers of particular school subjects would 
have difficulty in responding were someone to press them hard about the 
basic justification for including their subject in the school curriculum. The 
difficulty comes, in part, from the length of time that has passed since the 
individual subjects were first introduced. Today many courses are main- 
tained more because of tradition (“We've always taught American history 
to high school juniors”) than because of a specific educational purpose. To 
understand how some of these courses got into the curriculum, it is nec- 
essary to look back in time for an example or two. 

In early Puritan schools, education was viewed as a vehicle for keeping 
the young from falling into Satan’s snares. The Puritan curriculum in- 
cluded a heavy dose of religion and morals. Bible study was considered 
critical. Even reading exercises were heavily laced with Puritan moralism. 
Clearly here, the major concern was perpetuating a norm of behavior con- 
sidered “right” by the controlling group. Puritan education might be 
thought of as being heavily guided by the “needs-of-society” objective of 
schooling. Today courses such as “contemporary problems,” “courtship 
and marriage,” and “the free enterprise system” are in the tradition of 
Puritan moralism. They reflect pressures to transmit certain core values to 
the young. While certainly, today, the society permits a much greater lat- 
itude of behavior than was tolerated in Puritan days, still there is some 
legacy in the schools to serve the “needs of society.” To do otherwise, in 
Puritan days, was to “serve Satan.” Thus, for the Puritans, the rationale 
for moral education in the schools was a simple one: to prevent the child 
from falling into the Devil’s clutches. Today the consequences of not serv- 
ing the needs of society are not so crystal clear. For this reason, we find 
it more difficult to pinpoint the reasons that some of our present-day 
needs-of-society courses are in the curriculum. 

The lesson of this review of Puritan moralism is that school subjects, 
when they were initially introduced into the curriculum, bore a clear re- 
lationship to certain expectations that people had about schooling. With 
the passage of time, however, these assumptions about the “way the 
world is” have altered. However, many elements of the school program 
have remained in place despite dramatic changes in how the members of 
society view their world. Thus it is sometimes difficult to describe today 
the exact function of courses the role of which was understood with per- 
fect clarity at the time those courses were first introduced. This point 
needs to be kept in mind as you read the following sections, which ex- 
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pand on curricula organized according to the nature of the subject matter, 
the needs of society, and the characteristics of the learners. 


Throughout history, one of the most common ways of organizing the 
curriculum has been a division along the lines of disciplines or academic 
subjects. Even in Roman times, educational programs were separated into 
subjects based on the assumption that there were disciplines (or bodies of 
knowledge) that were related in some natural way. Learning was thought 
to be easier when young people were introduced to knowledge that had 
been preorganized into academic subjects, such as “mathematics” or 
“music.” 

Even today, people who organize school curricula around academic 
subjects accept the general view that scholars in individual disciplines 
have developed reliable, responsible, and precise ways of knowing about 
the world. They believe that there is merit in having learners master cer- 
tain kinds of information. They believe that learning this content enables 
youngsters to gain control of their own destinies. Indeed, some bodies of 
knowledge are perceived to be so important that they are absolutely es- 
sential for everyone. Subjects that have been described frequently as “es- 
sential for all learners in American schools include English, history, 
science, and mathematics. Usually courses dealing with these major sub- 
ject areas are mandated by state law. These laws have resulted from a feel- 
ing that an individual cannot be thought of as properly “educated” until 
he or she has a firm foundation in several of the academic subjects. 

Exactly which subjects are “musts” for learners has been the subject of 
considerable debate. Perhaps not surprisingly, scholars in each subject 
have found “compelling” reasons for placing very heavy emphasis on 
their own specializations. Conflicts among partisans of different academic 
subjects have become familiar events in state capitals throughout the na- 
tion as legislators have called on expert witnesses to help them define the 
essential elements of a “basic education.” 

Some have argued that the debate ought not to center so much on the 
titles of appropriate courses as on what organizational features character- 
ize each academic specialization. A good deal of attention to the “structure 
of the disciplines” (the organization of the individual academic subjects 
and how professionals in these disciplines ask and answer questions) de- 
veloped after the fall of 1957, when the Soviets launched a small satellite 
named Sputnik. 

Concerns spawned by the launching of Sputnik prompted a meeting of 
thirty-five prestigious scientists and educators at the small town of Woods 
Hole, Massachusetts. This group came together to discuss ways of im- 
proving education. They concluded that school courses ought to be reor- 
ganized around something called the structure of the discipline. 


Each academic subject, or discipline, was seen as being characterized by 
a few key organizing ideas or principles. These principles are used by 
scholars in these disciplines to frame important questions and to analyze 
and evaluate their data. Scholars and educators at the Woods Hole con- 
ference determined that much of the difficulty of American education re- 
sulted from courses that were little more than random collections of 
isolated information. What was needed, they felt, was a reorganization of 
courses to teach not these isolated “facts” but the organizing ideas or prin- 
ciples that represented the structure of each discipline taught in school. 
Curricula that encouraged youngsters to master the structure of the dis- 
ciplines were thought to be better able to stimulate sophisticated thinking 
and to involve youngsters in problem-solving activities similar to those 
that occupied leading professional scholars. 

Because professional scholars were familiar with the structure of their 
own disciplines, recasting school curricula along these lines, it was 
thought, would provide an avenue that would attract the active involve- 
ment of these scholars in developing school programs. An underlying 
theme was that students who during their public school years became 
thoroughly familiar with the structure of the disciplines would be ready 
to do more advanced work in college. Indeed, in one sense, the structure- 
of-disciplines approach might be thought of as a scheme to prepare 
youngsters more efficiently for rigorous university programs terminating 
in Ph.D. degrees. 

Interest in the structure-of-disciplines approach was reflected in a pro- 
liferation of federal activities in education beginning in the late 1950s. Dur- 
ing the 1960s, there were a tremendous number of new curriculum 
projects that were attuned philosophically with the structure-of-disciplines 
approach, There was heavy involvement of leading scholars in the aca- 
demic disciplines. Among these projects were the following: The Biologi- 
cal Science Curriculum Study (BSCS); The Physical Science Study Committee 
(PSSC); The Earth Science Curriculum Project (ESCP); and The Interme- 
diate Science Curriculum Study (ISCS). 

During this time, some of the traditional subjects in the curriculum were 
challenged by proponents of some of the newer disciplines. For example, 
some individuals questioned the place of history in the curriculum. Con- 
cerns about the “legitimacy” of history were raised by those who were 
bothered by historians’ inability to identify a definitive “structure” sup- 
ported by a general set of common principles. The relevance of history 
was questioned, therefore, and some sentiment arose for the newer be- 
havioral sciences, such as psychology and sociology—disciplines with a 
more discernible “structure.” History has maintained itself, but definitely 
such courses as sociology and psychology have cut into the numbers of 
youngsters in history programs, particularly those history courses taken 
as electives. 


77 


How Curricula Are Organized 


78 


Schools 


Advantages of the Subject-Centered Approach 


One often-cited advantage of subject-centered curricula is that the in- 
dividual subjects tend to organize content that contains many common 
elements. For example, mathematics courses of all kinds tend to have 
much more common content than would be found in a mixture of math- 
ematics, English, and French courses. This commonality of content is 
thought to facilitate learners’ understanding. Learning is thought to come 
more easily when youngsters encounter material that is limited in scope 
and logically related. 

Subject-centered curricula are widely accepted by the general public. As 
the most traditional form of organizing school programs, this pattern has 
been imbued with a certain “respectability” because of its long familiarity 
to parents and other patrons of the school. Thus subject-centered curricula 
provide a certain sense of stability that many find attractive. Teachers, for 
example, may appreciate the security of knowing that they will be teach- 
ing familiar subjects. Administrators may feel more confident in explain- 
ing this kind of an organizational pattern to parents. 

Another frequently cited strength of subject-centered curricula is that 
the content organization is much the same as that encountered by teachers 
in their own educational programs. It is natural that teachers who have 
experienced sixteen or more years of subject-centered curricula in public 
schools and in colleges and universities will be disposed favorably toward 
this organizational pattern. 

Subject-centered curricula tend to make large use of textbooks. These 
texts nearly always assume a subject-centered approach. For example, 
there are separate mathematics, English, and French textbooks. Though 
they exist, textbooks that represent a fusion of content from these three 
subjects are rare indeed. Because of the subject-centeredness of textbooks, 
there is some incentive for teachers to support a subject-centered curric- 
ular approach. For many, the sequence of textbook chapters provides a 
“natural” organization that is attractive. Even those teachers who “skip 
about” from chapter to chapter make use of the organization within in- 
dividual chapters. 

Though too much reliance on textbooks has been criticized, the use of 
texts does have certain advantages, considering the alternatives. If infor- 
mation that is gathered conveniently within the covers of a given textbook 
were to be duplicated in the form of journals, newspapers, documents, 
and other information sources, literally dozens of expensive items would 
have to be purchased. Storage difficulties could be enormous. Also teacher 
planning might become a task of enormous complexity as dozens of in- 
formation sources were reviewed in the search for items of relevance for 
daily lessons. So, while few deny that textbooks should be supplemented 
by additional materials, many teachers stoutly defend their advantages as 
efficient vehicles for storing a great deal of important basic information. 


Disadvantages of the Subject-Centered Approach 


Subject-centered curricula do have their disadvantages. While individ- 
ual courses in a subject-centered curriculum have a certain internal con- 
sistency, it is by no means clear that the world is organized into “history,” 
“mathematics,” “English,” “French,” and the other separate subjects usu- 
ally found in such organizational schemes. Learners do not encounter 
reality as, for example, mathematics content or English content. Rather, 
the world is encountered “all of a piece,” or as a “whole.” Since the world 
is not divided into individual subject areas, critics of subject-centered cur- 
ricula suggest that the schools should not place so much emphasis on sep- 
arate subjects. What is needed, many believe, is a curriculum that is more 
interdisciplinary in nature. That is, the school curriculum ought to focus 
more on the “real problems” of living and draw on a number of sources 
to help learners deal with these problems. 

Critics of the subject-centered curriculum suggest that dividing knowl- 
edge into individual subjects creates artificial barriers. Such a practice as- 
sumes that the learners will be able to integrate the information from the 
various subject areas as they need it to deal with problems. But many 
learners do not do this easily. For example, some learners write almost 
error-free prose for their English teacher but turn in papers in other classes 
that contain many mistakes. (“This is history. We aren't supposed to write 
perfect papers here. That’s for English. Here we learn names and dates.”’) 

Many learners have complained that the subject-centered pattern of or- 
ganization does not provide them with “relevant” learning experiences. 
For example, a student studying algebra may well ask, “Why should I 
study this stuff? What good is it?” Those who would like something dif- 
ferent from a subject-centered approach suggest that algebra could be 
more meaningful if the focus were on “real problems” rather than on 
“algebra.” In such a setting, there would be more incentive for youngsters 
to learn algebra as they perceived its connection to the real world. 

Other critics of the subject-centered approach have suggested that too 
many courses in such programs have not kept up with the “knowledge 
explosion.” Today new knowledge is being generated at a very rapid rate. 
This development poses great problems for the subject-centered curricu- 
lum in that most traditional courses have assumed a relatively stable, if 
not static, body of knowledge. Too many such courses are simply behind 
the times. They have not proved capable of quick adjustment. Conse- 
quently the contents of many such courses are obsolete. 


Broad-Fields Curriculum 


One interesting approach meant to resolve some of the criticisms that 
have been directed against the subject-centered curriculum is the “broad- 
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RELATIVE ATTRACTIVENESS OF DIFFERENT 
TEACHING ASSIGNMENTS 


Assume you are a certified teacher who has just graduated from a college 
or university teacher preparation program. Suppose you have been offered 
teaching positions in two different districts. Salaries and general working 
conditions are about the same in each place. You will be expected to 
teach five classes a day at the high school level. Your assignments for each 
district would be as follows: 


School District One School District Two 
Period 1 American History Period 1 Technology and Society 
Period 2. American History Period 2. Technology and Society 
Period 3. World History Period 3 Planning Period 
Period 4 Planning Period Period 4 Militarism 
Period 5 World History Period 5 Militarism 
Period 6 World Geography Period 6 Dynamics of Leadership 


Let’s Ponder 


How would you feel about accepting a position in either one of these 
districts given these teaching assignments? Respond to the following 
questions. 


1. In general, would you prefer District One or District Two? 
Why? 


2. In which case would you have had better college or university 
preparation for your task? Why do you think so? 


3. In which case do you think you would have the more difficult 
time in locating appropriate instructional materials? Why? 


4. How do you think learners would react to courses in the two 
districts? Why do you think so? 


SN 


FIGURE 4-2 


fields curriculum.” In the broad-fields curriculum, two or more traditional 
subjects are combined into “broad areas.” These broad areas sometimes 
center on large themes or strands, such as “industrialism” or “evolution.” 
Using these basic themes, instructional planners prepare lessons that 


draw on knowledge from a number of different subject areas. This ap- 
proach has been promoted as a device for breaking down the barriers that 
separate knowledge into different subject areas. Learners, it is assumed, 
will be better able to apply knowledge if they are given exposure to the 
broad-fields approach. 

The approach is not without its problems. One major difficulty is that 
few teachers possess the breadth of knowledge in different academic spe- 
cialities that would enable them to draw freely and easily on a number of 
different areas. With very few exceptions, teachers’ college and university 
courses have not been organized according to a broad-fields approach. 
Consequently many do not feel well enough prepared to teach in this 
way. 


The “needs of society” represent another major point of departure for 
curriculum organization. Curricula developed from this perspective may 
have one of several basic emphases. Among these are curricula organized 
according to “problems approaches” and curricula organized to promote 
“citizenship development.” 

The problems approach has been favored by educators who believe that 
the school program should provide learning experiences that will enable 
learners to develop skills and insights related to pressing social problems. 
Supporters argue that assuring social survival is the key mission of the 
schools. To accomplish this objective, they believe that youngsters must 
be introduced to difficult contemporary problems during their school 
years and must be given opportunities to think through potentially useful 
solutions to these problems. s 

The problems approach bears a close resemblance to the broad-fields 
approach. Information from a variety of disciplines is drawn on as 
youngsters and their teachers attempt to develop reasoned responses to 
pressing issues. In the problems approach, the emphasis is always on 
pressing social problems. The broad-fields curriculum may or may not use 
social problems as a central focus. Thus the problems approach might be 
thought of as a subset, centering on pressing issues, of the wider and 
more general broad-fields curriculum. : 

Another orientation stemming from the basic needs-of-society orienta- 
tion is the citizen-development approach to curriculum organization. Pro- 
ponents of this approach point out that citizens in a society need to have 
certain basic skills in order to make a contribution to the society. There is 
a heavy emphasis on identifying and teaching those things that will be 
“useful” to learners in their role as adult citizens. Vocational training of all 
kinds is assigned a high priority. Though by no means universal, there is 
some tendency for partisans of this position to be very wary of courses in 
the school that do not have a clear relationship to what students will be 
doing as working adults. 
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The citizenship-development approach has had broad appeal for large 
numbers of pragmatically oriented Americans. Frequently attacks on 
“frills” in school are manifestations of concerns being voiced by those who 
want the program to be more clearly tied to the future career and voca- 
tional needs of youngsters. Recent educational history has demonstrated 
a reluctance of voters to provide funds for school programs not having a 
demonstrable connection to the world of work. Some educators have 
noted that this attitude has been transmitted to a good many youngsters, 
who not infrequently ask teachers such questions as: “Why do I need to 
know this? What good is it going to do me?” These questions clearly flow 
from the idea that there should be some practical utility to education—a 
position that is central to the citizenship-education approach. 


Strengths of the Needs-of-Society Orientation 


Like the broad-fields approach, the organization of curricula around the 
needs of society draws together information from a variety of separate ac- 
ademic subjects. This process helps break down the idea that knowledge 
is compartmentalized artificially in “boxes” we label history, English, math- 
ematics, physics, or something else. In other words, needs-of-society curri- 
cula help youngsters integrate knowledge from a variety of sources as 
they use it to take a look at the world as it “really is.” 

Proponents of needs-of-society curricula point to the motivational ad- 
vantages of organizing programs around “reality.” For example, if a class 
is oriented toward a career a youngster is interested in, the desire to learn 
the material may be greatly increased; a learner might find it a much more 
pleasant task to learn mathematics in the context of studying to be a pilot 
rather than going page by page through a traditional mathematics textbook. 

There is also an important motivational appeal that accompanies a focus 
on important social problems. Youngsters more easily see the relevance of 
a topic such as “consumer rights” than of “decision making in ancient 
Sparta.” Social problems are likely to have been a topic of concern at 
home. Many traditional topics may seem to youngsters to be of interest to 
absolutely no one except the classroom teacher. Little wonder, then, that 
they prefer to deal with issues that seem to hold the interest of the wider 
community. 


Weaknesses of the Needs-of-Society Orientation 


A major problem of the needs-of-society orientation is the difficulty of 
identifying just what “needs” should be addressed in the school program. 
There is a danger that these needs will be identified hastily and that they 
will be very narrow in scope. For example, courses that seek to prepare 
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HOW “PRACTICAL” SHOULD THE CURRICULUM BE? 


Robert Peterson’s father owns a used car lot. Robert, a sixth grader, 
helps out after school. He strips cars of mirrors, chrome, hub caps, and 
other exterior ornaments and trim. With his father’s help, he organizes 
these items in some large bins in the main office area where customers are 
invited to look for something they might need. For his help, Robert's 
father pays Robert 10 percent of what he takes in from sales of these 
items. Robert has several hundred dollars in his own bank account that 
have come to him from these sales. 


Robert’s father has told him that, as he gets older, he will take on more 
responsibilities in the business. He also will have an opportunity to make 
more money. Some day Robert hopes to be a full partner working side by 
side with this father. His father has the same wish. 


In school, Robert takes “History of Latin America,” “Arithmetic,” 
“English Composition,” ‘Spelling,” and “Science.” He does not care too 
much for school, but he does well enough to keep out of trouble. His 
father and mother don’t say anything to Robert, but they suspect that 
some of the things he is studying are not really very important. 


Let’s Ponder 
Read the paragraphs above and respond to the following questions: 


1. Which of the school subjects do you suspect Robert likes least? 
Why? 

2. What could be done with this “least favorite” subject to make it 
more acceptable to Robert? Would this be a responsible 
change? 

3. Which courses would you expect Robert to like best? Why? 


4. Should Robert’s school offer some entirely different courses 
to-better suit his needs? If so, what would those courses be? 


5. Would it be a good idea for schools to offer courses that parents 
and youngsters considered to be “relevant” to their youngsters’ 
present and future needs? Would this approach cause any 
problems? 


6. Are there some courses that are “musts” for everyone regard- 
less of the roles they will play as adults? Why do you think so? 


FIGURE 4-3 
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youngsters to deal with current social problems or for a specific job ignore 
the inevitability of change. Given problems pass away; new problems 
emerge. Technical changes alter job requirements tremendously over time. 
When needs are thought of too narrowly, there is a danger that the cur- 
riculum will consist of courses that provide youngsters with information 
that will be obsolete by the time they leave school. Such programs will not 
provide learners with the kind of general learning they need to adapt eas- 
ily to changing conditions. 

Critics of the needs-of-society orientation have taken the approach to 
task because of the tendency of such programs to encourage youngsters 
to make career choices too early during their school years. The approach, 
they allege, encourages this behavior because if youngsters are to be 
“properly motivated,” teachers need to know what the youngsters intend 
to do as adults so that their instruction can respond to these interests. Car- 
ried to a logical extreme, youngsters would be forced into career or voca- 
tional tracks very early. In fact, this practice has been followed in many 
other countries. But here there has generally been a recognition that 
youngsters’ interests change over time. Consequently there has been a re- 
luctance to lock youngsters into a premature career choice. 

Those needs-of-society curricula focusing on social problems have not 
always been popular with parents and other adults. There is some fear 
that the school will impose a set of values or a set of responses to these 
problems that are inconsistent with those held by the parents. Some are 
distrustful of teachers and their ability to engage learners in a considera- 
tion of problems in a way that will not be inherently critical of cherished 
American institutions. It is arguable that these concerns are legitimate. But 
the concerns certainly are real enough to have made school authorities in 
many locations extremely cautious about reorganizing the school program 
around a social problems approach. 


A third orientation for school curricula centers on the “characteristics of 
learners.” There have been several programmatic responses to this ori- 
entation. Among these are programs centered on the “psychological de- 
velopment” of youngsters and programs centered on “learners’ interests.” 
In the sections that follow, there is some elaboration of the central threads 
of each of these approaches. 


Psychological Development of Learners 


It is possible to organize the school program around the psychological 
principles associated with growth, development, and the nature of learn- 
ing. A number of years ago, a leading figure in educational psychology, 


Robert Havighurst (1953), developed a list of what he called “develop- 
mental tasks.” He hypothesized that as individuals grow up, they are 
faced with different types of tasks that must be mastered in a given order. 
One approach to curriculum development would involve the creation of 
courses that would provide youngsters with proper developmental-task 
experiences in an appropriate sequence. 

In recent years, the work of the eminent Swiss psychologist Jean Piaget 
has received a good deal of attention. Piaget has identified a number of 
developmental stages that he believes all individuals go through. These 
developmental stages and some of their basic characteristics are noted 
below: 


1. Sensorimotor stage (birth to age 2): During this period, the child moves 
from simple reflex actions to some more clearly goal-oriented 
behavior. 

2. Preoperational thought stage (ages 2 to 7): Intellectual thought develops 
gradually. The child tends to be self-centered. He or she is not able 
to accept the perspective of others. Toward the end of this period, 
more concern for others and interaction with others’ views devel- 
ops. The child tends to “center” on the most obvious characteristics 
of a situation and has very little understanding of more subtle con- 
tributing factors. Responses tend to be to immediate stimuli. There 
is little systematic evaluation of previous experiences that might 
help explain immediate stimuli. The child is not able to see 
cause-effect relationships. 

3. Concrete operations stage (ages 7 to 11): In the early phases of this 
stage, the child is able to solve tangible sorts of problems. Later he 
or she can deal with more abstract issues. Information directly per- 
ceived from the “real” world can be assigned to appropriate 
categories. 

4, Formal operations stage (ages 11 to 14): During this period, youngsters 
begin to think as adults. Abstract ideas can be handled even in the 
absence of concrete or tangible examples. Thinking is possible about 
things that are remote in terms of their geographical placement or 
time.* 


One variant of the learner-centered curriculum would involve devel- 
oping courses in such a way that expectations were consistent with Pi- 
aget’s stages. For example, given such a program, seven-year-olds would 
not be expected to deal with highly abstract thinking. The entire program 
would be geared to assuring some congruence between the youngsters 
level of development (their “stage”) and the nature of the intellectual tasks 


they would be expected to perform in school. 


* Adapted from Flavell, 1963. 
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Learners’ Interests 


There has been some sentiment for organizing the school program 
around the interests of the learners. An early proponent of focusing heav- 
ily on the unique features of individual youngsters in planning educa- 
tional experiences was the eighteenth-century French philosopher Jean 
Jacques Rousseau (1712-1778). 

Rousseau, as he studied the world, concluded that civilization as con- 
ceived of by human beings making decisions in groups was corrupt. If this 
were true, clearly no case could be made for educating youngsters accord- 
ing to a needs-of-society approach. This would result only in the corrupt 
social values’ being visited on the next generation. 

In Rousseau’s view, children were born innately “good.” Whatever evil 
might come to characterize them later in life was imposed by the negative 
influences of their society. To remedy this lamentable situation, Rousseau 
suggested that the school should protect the child from society. Further, 
the school should let the child’s naturally good instincts unfold with a 
minimum of disruption. a 

Rousseau believed that people pass through four distinct growth phases 
on the way to maturity. From birth to age five, he saw feeling, perceptual 
skills, and muscle coordination as developing. At this stage, the child’s 
education should protect him or her from societal restraints and permit 
him or her to experience directly the consequence of any actions. 

During the next stage, from ages eight through twelve, Rousseau sug- 


as agencies of oppression that tend to stifle individual youngsters who 
will not be “molded.” Many curricular innovations directed toward “hu- 


manizing” school programs are clear linear descendants of the thought of 
Jean Jacques Rousseau. 

A famous American educational philosopher, John Dewey, has long 
been associated with learner-centered instruction. Dewey believed that the 
curriculum should be constructed out of the actual experience and curi- 
osity of the child. However, it should be noted that Dewey did not reject 
the idea that traditional subject matter could be included in the curricu- 
lum. He believed, however, that this subject matter should be related to 
youngsters’ experiences and should not simply be imposed as information 
that was purported to be “good” and “useful” in and of itself. 


COMPARING YOUR SCHOOL PROGRAM 
AND THE IDEAS OF ROUSSEAU 


Rousseau believed that children were born naturally “good.” Society 
tended to corrupt young people as they grew toward maturity. Thus, if 
we were ever to have a society of “good” people, we would need to 
protect them from the present corrupt society as they grew to maturity. 
To accomplish this, he proposed that the school protect youngsters from 
society’s evil influence and encourage youngsters to follow many of their 
own inclinations. 


Let's Ponder 
Think of your own education and respond to the following questions. 


1. To what extent was your schooling based on the assumption 
that young people are basically “good?” 


2. How much freedom did you have to select what you studied? 
3. Were there attempts to meet individual differences when you 
were in school? If so, what were they? 


4. How would citizens in your community react if you tried to 
persuade them that the schools should be re-organized to follow 
practices suggested by Rousseau? 

5. How do you personally feel about Rousseau’s position? Do you 
think young people would profit from schooling of this type? 
Why, or why not? 


FIGURE 4-4 
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Strengths of Curricula Based on Learners’ Characteristics 


Probably the most important “strength” of learner-centered patterns of 
organization is that they place concern for individual youngsters at the 
center of the planning process. They remind educators that their primary 
mission is to serve young people and to provide experiences that will en- 
able them to live enriched and meaningful lives. 

Learner-centered plans for organizing the curriculum have the potential 
to break down artificial barriers among subject areas. When youngsters’ 
interests are the basis for planning and organizing courses, then specific 
information can be drawn from a variety of academic specializations, as 
appropriate. Not only does this approach free up knowledge from its ar- 
tificial ““compartmentalization” within such traditional subject areas as his- 
tory and English, it also tends to provide a more motivating learning 
environment. 


Weaknesses of Curricula Based on Learners’ Characteristics 


Some critics of learner-centered curricula ask, “Is it necessary for each 
generation to reinvent the wheel?” What they are questioning is the effi- 
ciency (or inefficiency) of this approach to organizing the school program. 
They note that learner-centered programs frequently ignore the cumula- 
tive nature of knowledge throughout history and attempt to teach even 
the most basic ideas through the “discovery” method rather than simply 
providing them to youngsters and insisting that they be learned. In some 
of its manifestations, the approach seems to assume that nothing is 
learned unless the youngster re-creates it for himself or herself. 

Others challenge the assumption that youngsters are the best judges of 
what is important and relevant for them. These critics suggest that cater- 
ing to the whims of unsophisticated learners leads to knowledge that is 
both shallow and fragmented. They fear that, given free choice, large 
numbers of young people either will not study at all or will study frivolous 
topics. In today’s complex world, these critics charge that it is irresponsi- 
ble to allow youngsters to pursue this type of educational experience. 


A review of curricular patterns in America’s schools today would reveal 
quite a variety, but it is highly unlikely that any examples would be found 
of “pure” subject-centered curricula, society-centered curricula, or learner- 
centered curricula. In practice, programs reflect a blend of the three gen- 
eral orientations. But there are clear and important differences in the rel- 
ative emphasis given the different orientations that go into these many 
curricular blends. 


Some districts continue to place a heavy emphasis on traditional sub- 
jects. Others have a strong commitment to career education and voca- 
tional education, reflecting a heavy emphasis on a needs-of-society 
orientation. A few school districts present youngsters with a great free- 
dom of choice in deciding how to spend their time in school (limited, of 
course, by state requirements). These districts’ curricula suggest a heavy 
commitment to the learner-centered orientation. 

Differences among these districts’ emphases result from differences in 
what individual communities want from their schools. Schools tend to re- 
flect community desires. It is no accident, then, that some districts em- 
phasize one kind of instruction and other districts quite a different kind of 
instruction. The diversity in the schools is a testament to the high values 
Americans have placed on citizen control of education. Thus, in the final 
analysis, no parts of the school program are there simply by random 
chance or by accident. They are there because they respond to a need or 
a value that is felt deeply enough so that leaders in education have felt 
compelled to respond with a course, a topic, or a special subject area in 
the school. 


1 Teachers within a given school or a given district may have severe differ- 
ences in terms of how the school program should be organized. These phil- 
osophical differences can be a source of discord on a faculty. 

2 Many traditional components of the school program are there for reasons 
that, today, are obscure. However, they tended to respond to a very real 
need at the time they were first included. 

3 Historically one of the most common ways of organizing the curriculum 
has been to divide the program into separate academic subject areas. This 
approach is attractive in that most teachers have received their college and 
university training under systems where programs were organized in this 
fashion. Too, parents are generally familiar with this approach and many 
feel very comfortable with it. 

4 The launch of Sputnik by the Soviets in 1957 precipitated a crisis in Amer- 
ican education. One result was a great participation by college and univer- 
sity professional scholars in curriculum development. Many programs 
developed in the early 1960s seemed to be directed toward helping young 
people think as scholars think. fe 

5 Subject-centered curricula have been praised because of their ability to 
draw together related topics into coherent “packages” for learners. They 
have been criticized because they tend to give learners the impression that 
knowledge is fragmented and that information learned in one class has little 
relevance in other settings. 

6 Broad-fields curricula represent attempts to draw on information from a 
number of subjects and to apply it to a central theme or problem. While 
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the approach does break down barriers separating school subjects, few 
teachers have been trained in any depth in the large number of subjects 
from which information might have to be drawn. Thus some teachers do 
not find it easy to adjust to a broad-fields orientation. 


7 Needs-of-society curricula presume that youngsters need certain skills and 


competencies to function as productive adults. Such programs tend to em- 
phasize broad problem-solving skills and career and vocational training. 
Some critics allege that they fail to take into account conditions change rap- 
idly and that youngsters may emerge from such learning experiences with 
outmoded information. 


8 Learner-centered curricula focus either on theories of psychological devel- 


opment or on freedom of learner choice. Programs reflecting this latter em- 
phasis tend to assume that schools can be a force that represses individualism 
and that youngsters should be given a great deal of freedom in deciding 
what to learn in school. Others say that unsophisticated youngsters are un- 
able to make responsible choices and that too much electivity in school 
programs is a bad thing. 

No schools have curricula that are pure examples of “subject-centered’’ 
curricula, “‘society-centered” curricula, or “learner-centered” curricula. All 
are blends of the three basic types. But there are considerable differences 
in the relative emphasis given each type in individual schools. 


© 


Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


1. Because they have gone through a common preparation 
program, few teachers disagree about what should be em- 
phasized in school programs. 

2. In Puritan New England, schooling was seen as a mecha- 
nism that could keep children from falling into the hands of 
the Devil. 


——— 3. Throughout history, it has been a common practice to or- 


ganize instruction in schools in such a way that knowledge 
is separated into different academic subjects. 


— 4. According to those favoring a “structure-of-disciplines” ap- 


proach to teaching, learners should be familiarized with the 
basic organizing ideas of academic subjects or disciplines. 


———_ 5. Critics of subject-centered curricula point out that the “real” 


world is not divided into separate subjects, such as history, 
mathematics, and science. 


6. An advantage of the broad-fields curriculum is that large 
numbers of teachers have the breadth of training necessary 
to deal successfully with the approach. 

7. Proponents of “needs-of-society” curricula point out that 
learners are motivated by programs associated with this 
approach. 

8. Critics of the “needs-of-society” orientation say programs 
associated with the approach needlessly force learners to 
delay their choice of a career. 

9. Jean Piaget has identified a number of developmental 
stages through which all individuals are thought to pass. 

10. In the view of supporters of “learner-centered” curricula, an 
important strength of programs associated with this ap- 
proach is the placement of learners at the center of the plan- 
ning process. 


In general, there are three basic types of curriculum organization 
schemes. These are (1) subject-centered curricula, (2) society-centered cur- 
ricula, and (3) learner-centered curricula. Today no district has a pure sub- 
ject-centered curriculum, society-centered curriculum, or learner-centered 
curriculum. Practices tend to reflect a blending of the three types. But phil- 
osophical differences among districts are reflected in the relative emphasis 
given each of the basic organizational types. 

Subject-centered curricula have the longest history as bases for organ- 
izing the school program. Many teachers have been trained under such 
programs at colleges and universities. Many parents are familiar with this 
organizational pattern. Some critics suggest that subject-centered curricula 
artificially divide knowledge into the various subject areas. Supporters ar- 
gue that this organization makes it easier for youngsters to learn because 
similar information is clustered together in a logical fashion. 

Curricula organized according to a needs-of-society approach tend to 
emphasize vocational and career training. There is an attempt to make in- 
struction in the school compatible with the “real” needs of individuals 
when they enter the adult world of work. Some critics allege that these 
programs tend to be too narrow in their conception and teach skills that 
soon become outdated. Supporters point to the motivational advantages 
of teaching youngsters things they will be able to use. A 

Learner-centered curricula represent a third general type. Building 
heavily on the thought of Rousseau, who perceived youngsters as being 
born in a state of innocent “goodness” and in need of protection from a 
“corrupt” society, programs heavily oriented in this direction give young- 
sters a great number of choices in deciding what to study in school. Critics 
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have charged that such programs foster weak and frivolous learning be- 
cause youngsters lack the sophistication to make sound choices. Propo- 
nents say that these programs tend to place the learner where he or she 
belongs, at the center of the instructional planning process. 

The particular emphasis placed on each of the three basic orientations 
reflects the values of the individual school community. Differences among 
school programs testify to the great diversity characterizing American cit- 
ies, towns, and rural communities. 


BRUNER, JEROME. The Process of Education. Cambridge, Mass.: Harvard Univer- 
sity Press, 1960. 

Dor, Ronatp C. Curriculum Improvement, Decision-Making, and Process, 4th ed. 
Boston: Allyn and Bacon, 1978. 

FLAVELL, JOHN H. The Developmental Psychology of Jean Piaget. Princeton, N.J.: 
Van Nostrand, 1963. 

Goopiap, Jonn I. The Dynamics of Educational Change. New York: McGraw-Hill, 
1975. 

HavicHurst, Rosert J. Human Development and Education. New York: Long- 
mans, 1953. 

Hunkins, Francis P. Curriculum Development: Program Improvement, Columbus, 
Ohio: Charles E. Merrill, 1980. 

MCNEIL, J. D. Curriculum: A Comprehensive Introduction. Boston: Little, Brown, 
1977. 

Unrun, GLenys G. Responsive Curriculum Development. Berkeley, Calif.: Mc- 
Cutchan, 1975, 


Innovative Practices 


HOW DID YOUR FIRST 
DAY IN TEAM TEACHING 
GO? 


93 


Objectives 


Pretest 


94 


Schools 


This chapter provides information to help the reader to 


1 Identify several categories of educational innovations including (a) innovations 
related to classroom environments, (b) innovations related to the school 


day, and (c) innovations related to the school-year calendar. 


2 Identify the relationship between the culture of the school and innovative 


Practices. 


3 Point out the kind of research base that supports many innovations in the 


schools. 


4 Note the relationship between staff Preparation and training and the success 
or failure of innovations, 

5 Suggest what kinds of evidence have generally been used to support a con- 
tinuation of innovative practices, 

6 Describe the reactions of teachers, students, and administrators to selected 
innovations. 

7 Discuss the characteristics associated with teachers who adopt innovations 
readily and the characteristics associated with teachers who tend to resist 
innovations, 


Directions: Using Your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 
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3. In this country, large-scale national evaluation efforts have 


tested carefully the worth of most new innovations before 
they have been tried out in the schools. 

4. The culture of the schools is generally supportive of the in- 
troduction of innovations. 

5. In a nongraded classroom, all learners are exposed to ex- 
actly the same instructional program. 

6. Researchers tell us that learners in nongraded programs 
consistently do better academically than their counterparts 
in graded programs. 

7. Learners taught by teams of teachers consistently score 
higher on tests of academic achievement than learners 
taught by a solitary classroom teacher. 


8. Research reveals that there are few measurable differences 
in academic achievement between learners in open-space 
schools and learners in schools with self-contained 
classrooms. 

9. Schools that emphasize individualization and other inno- 
vative practices typically produce higher academic achievers 
than schools that emphasize more traditional practices. 

10. The Carnegie unit was established to provide a basis for 
determining where a student was in terms of his or her 
progress through the high school program. 


As a profession, education has had a love affair with innovations. 
Scarcely a year goes by when a new approach to an old problem does not 
receive wide coverage in professional journals. Scarcely a year goes by, 
too, when at least a few of last year’s “new approaches” are found seri- 
ously wanting and are cast aside. This willingness to “give something a 
try” even before it has been tested and validated is perhaps unique to the 
profession of education. Though educators’ research and evaluation skills 
are becoming more sophisticated, still day-to-day problems are so vexing 
that innovations promising solutions may be adopted on little more than 
the word of the developer. 

For better or worse, American education has avoided a systematic ap- 
proach to innovations. Rather, the tendency has been to respond to indi- 
vidual problems with isolated responses. Frequently these innovations 
have borne little relationship either to one another or to more traditional 
elements in the school program. Some critics have seen a hodgepodge re- 
sulting from educators’ propensity to adopt innovations even before a 
strong research case has been built establishing their worth. Speaking to 
this issue, Cogan has written: 


No national or regional effort has been launched to deal systematically, eco- 
nomically, and productively with the bits of education afloat in the seas of in- 
novation that break over and bewilder local schools and school systems. The 
result is the disarray and confusion that has become the hallmark of so many 
schools in the United States.” 


Looked at in another way, however, receptivity to innovations might be 
seen as a strength of the American educational system. The willingness to 
“try something new” signals a primary commitment to solving problems 
rather than to preserving an existing pattern on the ground that ‘This is 
how it’s always been done.” In this sense, the acceptance of innovative 


* Reprinted from Morris L. Cogan. “Educational Innovation: Educational Wasteland.” 
Theory into Practice, Vol. 15, June 1976, pp. 220-227, at p. 223. 
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practices might be viewed as a manifestation of educators’ idealism. In- 
deed, there is evidence that teachers do believe that problems can be 
solved and that if today’s procedure doesn’t work, then tomorrow’s just 
might. 

It is probably fair to say that even most critics of recent innovative prac- 
tices have little quarrel with the concept of innovation itself. They, like the 
most ardent champions of educational innovation, want solutions found 
to pressing problems. At bottom, their concern is that imposition of unex- 
amined innovations may create as many problems as they resolve. 

A new teacher attempting to gain a perspective on the issue of inno- 
vations in education should keep several key points in mind. First of all, 
some understanding of the general problem being addressed by an inno- 
vation is essential. Second, an appreciation of the purported benefits of 
the innovation is important. Finally, an awareness is needed of the pos- 
sible consequences of an innovation for aspects of school life beyond the 
immediate problem. With this kind of information in hand, decisions 
about the merits of an individual innovation can go forward that strike a 
reasoned balance between the position that “Any innovation is good” and 
the position that “What we have been doing is valid because it has stood 
the all-important test of time.” 

Clearly no textbook chapter (nor even a full-blown textbook) could pro- 
vide a definitive survey of all innovations in education. The sections that 
follow include not an exhaustive review of educational innovation but a 
sampling of some practices that have been popping up in fairly large num- 
bers of schools in recent years. These practices are introduced and orga- 
nized under the broad categories of “Innovations Related to Classroom 
Environments,” “Innovations Related to the School Day,” and “Innova- 
tions Related to the School Year.” 


The term classroom environment as used here encompasses general phys- 
ical arrangements within the classroom as well as specific schemes devised 
for organizing, administering, and managing learning within the class- 
room. Representative innovations introduced in this section focus on 
these dimensions of the classroom environment. Those selected for review 
have been included because of their high incidence of adoption in schools 
throughout the country. Though these innovations represent only a frac- 
tion (and a small one at that) of the responses to problems related to class- 
room environment, their use has been sufficiently frequent for a body of 
professional comment to have developed regarding their strong points 
and weak points. 


Nongrading 


In schools set up according to a nongraded system, learners are sup- 
posed to be instructed according to their own ability levels. Formal grade 
designations disappear. Youngsters move ahead through the program as 
they are ready, not by virtue, for example, of passing from grade six to 
grade seven. In a few extreme examples of nongrading, the individual 
learner's characteristics even determine what is to be taught. Generally, 
however, this is not the case. As Martin and Pavan (1976) have noted, 
more commonly “the teacher retains responsibility for content selection 
and .. . a standardized curriculum sequence is required for all children” 
(p. 311). Thus, in a visit to a nongraded school, we might see little new 
about what the children were studying, but we might see great differences 
in terms of the ages of youngsters working with similar material. For ex- 
ample, a seven-year-old and an eleven-year-old might be working on the 
same science project. 

Because of the many variables involved, it has been difficult for re- 
searchers to assess the overall impact of nongrading on learners. How- 
ever, a review of the existing research literature led Martin and Pavan 
(1976) to conclude that “generally, students in nongraded programs have 
been doing as well or better than their peers in the graded programs— 
usually better according to several comparative studies” (p. 312). 

Decisions to install nongraded programs require teachers and adminis- 
trators to come to grips with a number of important management prob- 
lems. Imagine yourself as a teacher in a school attempting to make the 
transition to a nongraded format as you work through the exercise in Fig- 
ure 5-1. 


Open Space 


Innovations relating to open space affect the physical arrangements 
within school buildings. Open-space buildings feature few interior walls. 
Some have none. Learning areas used by one group of youngsters tend 
to blend gradually into learning areas used by another group of young- 
sters. Few visual barriers separate groups being taught by different 
teachers. s 

Though open space refers purely to these physical arrangements, the 
term has become somewhat confused with a similar term, open education. 
Open education refers not to the physical arrangements but to a set of pro- 
cedures for managing and organizing learning experiences for learners. 
Developed in Great Britain, open education seems to be highly compatible 
with open-space buildings, but there is no inevitable connection. While a 
number of open-space buildings have open-education schemes for man- 
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TRANSITION TO A NONGRADED SCHOOL 


Scenario: 


Adams Middle School, presently housing grades five, six, seven, and eight, 
has been instructed by the superintendent to convert to a nongraded 
format. This means that grade levels will disappear. Students will be 
placed into courses according to their ability levels. Progress through the 
program will be paced according to learners’ individual abilities and per- 
formances. Some may go on to high school after three years, others 
after four years, others after five years or more. The principal and staff 
have been asked to generate some answers to a number of important 
questions. 


Let’s Ponder 


Assume you were a member of the staff at Adams Middle School. How 
would you answer questions such as the following: 


1. How are individual learner needs and abilities to be determined 
for people just coming into the program from the elementary 
schools? 


2. Once a student is in the program, what kind of diagnostic work 
will be done to be sure that he is bemg assigned to instructional 
experiences consistent with his abilities? 


3. What will be done to assure that students are being asked to 
work “up to their potentials” without pushing them too quickly 
into work that they cannot do successfully? 


4. What will the principal do if a tremendous number of learners 
are found to need the kind and level of instruction now being 
provided by only one staff member? 


5. How will the program assure that excessive numbers of students 
do not require more than four years to complete the program? 
(If too many require more than four years, the school will 
have too many youngsters, considering that a new “crop” will 
be entering automatically each year from the elementary 
schools.) 


6. How will teacher assignments be rotated so that one teacher 
does not always get all of the accelerated students and another 
does not always get all of the youngsters with learning problems? 


7. How will desk sizes and equipment be modified to handle 
classes with youngsters ranging from 11 to 15 or 16 years old? 
————— 
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aging youngsters’ learning, large numbers (perhaps the majority) are quite 
traditional in terms of the management and organization of learners and 
learning. In commenting on evaluations of open-space schools, then, it is 
well to keep in mind that the comments are directed toward the impact 
of the physical arrangement of the interior space (no walls versus the more 
traditional building with self-contained classrooms) rather than toward the 
particular features of the instructional program going on within that phys- 
ical setting. 

Armstrong (1975) reviewed a number of studies reporting on open- 
space-plan buildings and their impact on both students and teachers. In 
general, the existing research literature suggested no clear-cut advantage 
or disadvantage for learners in open space as opposed to the more tradi- 
tional self-contained classrooms. There is growing evidence that “The box 
is not as important as what's in the box.” That is, the school program is 
what counts, not the physical shape of the building itself. Though some 
supporters of open-space buildings have claimed many advantages for 
such facilities and some supporters of more traditional buildings with self- 
contained classrooms have been equally vocal, Martin and Pavan (1976) 
are probably correct in noting that “it now seems evident that changes in 
architecture do not, in and of themselves, make a great difference” (p. 311). 


Heterogeneous Grouping 


Probably a random sample of conversations in most teachers’ lounges 
would reveal a good deal of sentiment for grouping like children together 
in classes: “The slow ones always hold the fast ones back. We ought to 
have sections or classes for slow students, the good plodders in the mid- 
dle, and especially for the real talents. We never really challenge sharp 
kids.” Grouping based on this widely held bit of teacher folk wisdom 
would be an example of homogeneous grouping. Homogeneous grouping 
means that individuals have been clustered together because they share 
a certain common characteristic. Classes for academically talented young- 
sters would be filled with youngsters sharing the common characteristic 
of “academic talent.” Many teachers have long felt that grouping of this 
kind makes some kind of intuitive “sense.” From the “bluebirds,” yo: 
bins,” and “grackles” (fast group, intermediate group, slow group) in 
first-grade classrooms to “college prep math” and “basic math” (academic 
talent group and slow group) in high schools, much commitment remains 
to the idea that homogeneous grouping of students is a sound instruc- 
tional practice. ì i 

Recently the assumption that a homogeneous group is necessarily 
“good” has been challenged. Some critics have alleged that for instruc- 
tional purposes, heterogeneous groups, groups including a mixture of indi- 
viduals varying on one or more characteristics, may actually be superior 
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to homogeneous groups. They advocate not only that youngsters not be 
segregated into classes according to levels of academic talent, but that cer- 
tain deliberate attempts be undertaken to extend the diversity of individ- 
uals within given classrooms. Some variants of heterogeneous grouping 
innovations, for example, have sought to bring individuals of greatly dif- 
fering ages together in classes for common instruction. The thought is that 
some advantages might result because of the varying perspectives on the 
subject matter that occur when people of different backgrounds and ages 
experience it concurrently. 

Martin and Pavan’s (1976) review of the research literature on hetero- 
geneous grouping innovations revealed no particular academic advan- 
tages or disadvantages for heterogeneous grouping. They did note a 
suggestion of certain social and maturational advantages for youngsters in 
heterogeneous as opposed to homogeneous groups. 


Minicourses, prevalent primarily at the upper-elementary and second- 
ary-school levels, have been installed in many schools in recent years. Ba- 
sically, minicourses are simply courses of a relatively short duration, for 
example five-to-eight weeks in length as opposed to a full semester or a 
full year, that a student elects to take from among a fairly broad list of 
alternatives. For instance, instead of a semester-long course in world ge- 
ography, a student might enroll in three minicourses on (1) ethnic settle- 
ment patterns in North America, (2) major source regions for European 
migrants to America, and (3) basic map and globe skills. 

Though patterns vary greatly from program to program, youngsters or- 
dinarily have a good number of options available to them in selecting 
which minicourses to take. These options are developed by the school 
staff based on considerations of the teachers’ own interests and expertise 
and the needs of the students. While many minicourses have as much 
solid “academic meat” within them as the more traditional courses they 
have replaced, critics have alleged that some have been frivolous at best. 
Critics, too, have been somewhat concerned about the degree of electivity 
involved. They fear that immature students might put together a sequence 
of minicourses that simply doesn’t provide the sort of solid academic foun- 
dation they should be getting. 

To counter the charges of some critics, a number of schools have elim- 
inated some minicourses that have been perceived as academically soft. 
Additionally, there has been a trend toward prescribing certain mini- 
courses (and even clusters of minicourses) to assure that basic content is 
being adequately covered. 

The genesis of the minicourse in secondary schools was the student ac- 
tivism during the Vietnam war era. Prescribed curricula were in many in- 
stances perceived as an extensions of a governmental authority that had 


lost credibility with many young people. A demand for “more relevant” 
learning experiences was mounted. Minicourses represented just one of 
a number of responses developed by educators in an attempt to keep the 
lines of communication open with the young. Not incidental to this deci- 
sion was the concern that something had to be done to keep youngsters 
in school. There was a real fear that massive dropouts might occur were 
no response forthcoming from the schools. Massive student withdrawals 
from the system would have spelled economic collapse for a public school 
system funded according to the number of youngsters enrolled in classes 
and attending school. Some of these financial concerns, as well as edu- 
cational concerns, played a part in the initial emphasis on minicourses and 
other innovations that were first introduced in the 1960s. 

In a survey of a number of schools using minicourses, Parkinson (1976) 
found them to be very popular among students. More than 89 percent of 
the students surveyed indicated that they liked minicourses. There was 
somewhat less enthusiasm among administrators, though an overwhelm- 
ing majority (72 percent) indicated that they favored minicourses. They 
reported that their biggest difficulty in administering the minicourse pro- 
grams was scheduling. Teachers felt the major strength of minicourses to 
be the flexibility they provided to respond to the interests of students. 

Political and social conditions have changed dramatically from the 
1960s, when minicourse programs first became popular. Today, for ex- 
ample, we are faced with fairly high rates of unemployment, an inflation 
problem that won't go away, taxpayers’ revolts, and a general concern 
that educators have gone unaccountable for too long. Given present 
trends, it seems fair to say that proposals for new minicourse programs 
will prove harder to sell to school boards today and in the future than 
they were a few years ago. 

The suggestion is not that there is anything necessarily inconsistent be- 
tween the use of minicourses and the thrust for accountable student per- 
formance. But probably the contents of new minicourses will have to 
withstand a much more rigorous examination than was true in times past. 
Imagine yourself, for example, as a teacher in a school attempting to make 
a case for a minicourse program. What decisions would you make as you 
work through the exercise in Figure eZ 


Team Teaching 


Team teaching first became popular in American schools in the late 
1950s and early 1960s. Developed in an era of teacher shortage, team 
teaching was promoted as a method of using scarce professional resources 
more efficiently. This efficiency was to be accomplished by the organiza- 
tion of groups of teachers (teams) to make presentations to large groups 
of students that were followed up with small group sessions that might 
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PROPOSAL FOR A SERIES OF MINI-COURSES TO REPLACE THE 
8TH GRADE UNITED STATES HISTORY COURSE 


Scenario: 


Adams Middle School’s social studies faculty has suggested that the grade 
eight United States History course be replaced by mini-courses, According 
to the proposal, each student would select four mini-courses, each four 
weeks in length. By completing these four mini-courses, the student would 
be considered to have fulfilled the requirement. There is still discussion 
about whether students should be able to select all four courses or whether 
some should be required of everyone. The following mini-courses are 


proposed: 

a. Revolutionary War Heroes h. Financial Panics and Depres- 

b. America’s Wars sions 

c. Ethnic Groups in America i. America’s Industrial Might 

d. The Westward Movement j. Regional Development 

e. Technology and Inventions k. America in International 

f. Social Patterns and Customs Affairs 

g. Immigration I. The Rise of Urban America 
m. American Painting and 

Writing 


Let’s Ponder 


Assume you are a teacher asked to advise the principal on this matter. The 
principal will have to make a formal presentation to the superintendent 
and the school board if a decision is made to go forward with this proposal. 
What answer would you provide to the following questions? 


1. Which, if any, of these courses should be required of all students? 


2. Given a social studies staff (grade eight) of three, how many of 
these courses should be offered concurrently? Assume each 
teacher teaches 6 classes a day. 


3. What happens if too many people sign up for one course and 
not for another? What specific arrangements should be made? 


4. Should any of these courses be dropped? Which ones? Why? 


5. How should a parent be answered who complains that “every 
youngster is following a different pattern? Shouldn’t we have 
a common basis of experience so we can talk to one another”? 


6. Is there a particular sequence that makes sense? 
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7. Should some of these mini-courses be tied to others? In other 
words, if a student takes one on “‘social patterns and customs” 
should he or she then be required to follow that with one on 
“immigration”? : 


8. What are the implications for the textbook and instructional 
materials budget of this program? 


9. What will be used to measure academic performance? Will we 
look bad on a standardized test over 8th grade U.S. history? 


FIGURE 5-2 


be supervised by paraprofessionals. (Paraprofessionals are noncertified 
people who work in the schools under the direction of teachers and ad- 
ministrators.) Hopefully, given such an arrangement, smaller numbers of 
teachers would be able to work with larger numbers of students. 

In addition to the support given to teaming because of the smaller num- 
ber of certified teachers needed, supporters of the innovation also sug- 
gested that team teaching enabled teachers to draw their own areas of 
strength. For example, in a two-teacher team assigned to a high school 
United States history course, one teacher might have a better background 
in the Colonial era and one might have a better background in the Great 
Depression. Presumably, when those topics were treated, the teacher with 
the greater expertise would have the heavier teaching responsibility. 

It has also been suggested that team teaching spurs participating teach- 
ers to superior performance, presumably because they realize that they 
must “perform” before an audience not only of learners but of their 
professional peers as well. Supporters of team teaching have pointed out 
that most teachers are less willing to appear unprepared before an audi- 
ence of fellow teachers than before an audience of learners. 

Some have suggested that team-teaching programs help build continu- 
ity over time. The idea here is that while individual teachers might leave 
from time to time, the team stays intact: A new teacher can be worked 
into the team and the program without difficulty. Thus, over time, a pro- 
gram that has evolved will remain. In non-team-teaching situations, 
where single teachers have been responsible for developing programs, 
those programs may disappear when the teacher-developer retires, trans- 
fers, or leaves the staff for some other reason. 

Four general organizational patterns have evolved for teaching teams 
(Cunningham, 1960). In the team leader type, one member of the team has 
higher status and more responsibility than the other teachers. He or she 
frequently has a special title, for example, team leader. In some schools, 
these teachers receive higher salaries and other benefits to compensate 
them for their added responsibilities. 
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A second organizational variant is the associate type. Under this arrange- 
ment, no individual teacher is designated the leader. Decisions are ex- 
pected to emerge from mutual consultation of all the team members. 
Certainly some individuals will very likely play stronger leadership roles 
than others. But their positions emerge from social relationships and in- 
teractions as they develop within the group. Such leadership positions are 
not imposed or officially sanctioned by individuals external to the team 
itself. 

A third scheme is the master teacher-beginning teacher type. This pattern 
is followed when teaming is viewed as a vehicle for honing the profes- 
sional skills of new teachers. The idea is to pair a brand-new teacher with 
a seasoned old hand. This relationship is thought to smooth the transition 
of the new teacher becoming familiar with his or her role as an instruc- 
tional leader in the school. Such teams tend to be of relatively short du- 
ration. Ordinarily a new crop of teachers will be assigned in the fall to the 
old hands. The assumption is that last year’s new teachers have become 
sufficiently accustomed to the school and to their role in it that they no 
longer need the frequent contact with the old hands who helped them 
over some of the rough spots during their first year on the job. 

A fourth type of organizational scheme is the coordinated team. A teach- 
ing team of this variety is not responsible for the same group of young- 
sters. Teams consist of teachers who are teaching the same subject matter, 
but to different groups of learners. The cooperation involves joint plan- 
ning to assure that much of the same material is being covered in each 
teacher's class. The merit of this cooperation resides in the ease of adjust- 
ment of a student who must transfer from one teacher's class to another. 
Further, an esprit de corps among staff members is thought to derive from 
the process of give-and-take that occurs in the cooperative planning 
sessions. 

Researchers who have attempted to assess the effectiveness of team 
teaching have reported results that, taken together, shed little light on the 
strengths and weaknesses of the innovation. In the area of attitudes, a 
number of studies report that learners and teachers do seem positively 
disposed toward teaching, but findings relating to the connection between 
team teaching and what students’ learn have been inconclusive. As Arm- 
strong (1977) has noted, “at this juncture, little in the research literature 
provides solace either for team teaching’s critics or its most ardent sup- 
porters” (p. 83). 


General Comments About Innovations Related to Classroom 
Environments 


As noted previously, the few innovations described in this section rep- 
resent only a small sample of the many innovations related to classroom 


environments that have been introduced in the schools. These examples, 
however, have seen a fairly wide level of use. At least some of them have 
been tried from time to time in schools in nearly every section of the coun- 
try. Most of them share, too, a characteristic that concerns many critics of 
educational innovations. That is, they have been adopted before any solid 
research base has established their merits. 

Critics suggest, and with some cause, that there has been too much 
willingness to adopt innovations simply because someone has a “hunch” 
they will work. Indeed, research on innovations has revealed that many 
have failed to produce the sorts of important changes hoped for by their 
proponents. Given this history and the present public inclination to de- 
mand hard evidence that educational dollars produce results, new inno- 
vations in the area of classroom environments seem destined to come 
under close and skeptical public scrutiny in the years ahead. 


Most innovations related to the school day have been introduced at the 
secondary level. This is only natural, because most elementary teachers 
continue to work with the same group of youngsters all day, and no spe- 
cial arrangements are necessary if, for example, a teacher wishes to spend 
more time on reading than on spelling during a given day. The teacher 
simply extends the reading time and reduces the spelling time. But in 
those few elementary schools that are departmentalized and in the vast 
majority of secondary schools, these kinds of time adjustments cannot be 
made without the institution of more formal procedures because, tradi- 
tionally, students in these schools have moved from teacher to teacher at 
prescribed times throughout the day. Thus a decision of one teacher to 
demand more of a student's time can have an impact on another teacher's 
instructional program. 

Because of the constraints involved in managing a population of learn- 
ers that move from classroom to classroom, educators have found it dif- 
ficult to provide for the needs of students who require more (or even less) 
instructional time than the typical fifty or fifty-five-minute period. To un- 
derstand some of the newer patterns used to vary the scheduling of time 
during the school day, we need first to understand the prevailing pattern 
of time management in most secondary schools. 

Traditionally the American high school’s program has been organized 
around something called the Carnegie unit. The Carnegie unit was devised 
as a method of establishing some kind of common basis for identifying 
where a given student was in terms of his or her progression through the 
high school program. One Carnegie unit was awarded to a student after 
he or she completed a class that met five days a week for one year. To 
graduate from high school, a student needed at least sixteen Carnegie 
units. That is, he or she would earn (on the average) four Carnegie units 
each in grades nine, ten, eleven, and twelve. 


Innovations Related 
to the School Day 
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The Carnegie unit system led logically to a six-hour high school day. 
Typically students would take four academic subjects (sometimes called 
solids), a physical education course, and a study hall during a given day. 
An example of a typical six-hour-day schedule based on a traditional Car- 
negie unit system is presented in Figure 5-3. 
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EXAMPLE OF A STUDENT'S SCHEDULE 
IN A CARNEGIE UNIT SYSTEM 


John R. Paulsen 


Period 1 Spanish | (Mr. Michaelsmith) 

Period2 Algebra II (Miss Hodge) 

Period3 English II (Mrs. Larch) 

Period 4 P.E. (Mr. Seamore) 

Period 5 Study Hall (Mr. Van Oaken) 

Period 6 World History (Mrs. North) 
a a 
FIGURE 5-3 


An advantage of the Carnegie unit system was that it provided a kind 
of common currency of academic credit. For example, if Joe Smith trans- 
ferred from a high school in Bangor, Maine (using a Carnegie unit sys- 
tem), to a high school in Portland, Oregon (using a Carnegie unit system), 
the administrative staff in Portland, after reviewing the transcripts from 
Bangor, would have little difficulty in determining how much work Joe 
would have to complete to qualify for graduation. 

On the debit side, the Carnegie unit system was not designed to ac- 
count for what a student learned. It was a system designed simply to as- 
sure that a given amount of clock time had been spent in each course 
before credit was given. Innovations relating to the school-day schedule 
have resulted largely because of a conviction that students’ learning could 
be promoted by more flexible arrangements of time. In the sections that 
follow, a number of these are introduced as representative examples of 
innovative approaches that have been taken. 


Open-Lab Schedule 


The open-lab schedule varies only slightly from the basic arrangement 
found in traditional six-hour schedules such as the one depicted in Figure 


5-3. Basically the open-lab schedule was introduced as an attempt to “do 
something” about the problem of study halls. Many educators realized 
that a good many students were not making productive use of study hall 
time. To remedy this situation, the open-lab schedule was adopted with 
a view to providing students with some options other than going to a tra- 
ditional study hall. In an open-lab-schedule program, during the period 
when he or she has no scheduled classes, a student may have opportun- 
ities to do such things as (1) go to the library, (2) work in an open science 
laboratory, (3) study in a department resource room, (4) spend time in a 
student lounge area where talking is permitted, or (5) go to a traditional 
study hall room. An example of a student schedule in an open lab system 
is provided in Figure 5-4. 


EXAMPLE OF A STUDENT’S SCHEDULE 
IN AN OPEN LAB SCHEDULE PROGRAM 


John R. Paulsen 


Period] Spanish | (Mr. Michaelsmith) 


Period2 Algebra II (Miss Hodge) 
Period3 English II (Mrs. Larch) 
Period4 P.E. (Mr. Seamore) 
library 
laboratory 
Period5 Open Lab study hall 


department resource room 
student lounge 


Period6 World History (Mrs. North) 


FIGURE 5-4 


While open-lab schedules have provided a good deal of flexibility for 
students, some schools have reported problems in terms of how students 
elect to spend their time. Some teachers, for example, have been con- 
cerned that some students have failed to get assigned work done because 
they have chosen to go to lounge areas during this period rather than to 
labs, libraries, or resource rooms. There has been some concern that not 
all secondary students are sufficiently mature to make sound decisions re- 
garding how their time should be spent. In response to these concerns, 
some schools have placed some restrictions (at least on certain students) 
regarding how their time is to be spent during open-lab hours. 
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Block Schedule 


Another time innovation that does little to the basic structure of the tra- 
ditional six-hour high school day is the block schedule. Block scheduling 
was introduced as a way of providing some time flexibility without caus- 
ing problems for other teachers. A block schedule might work something 
like this. Suppose we had two teachers, Mr. Adams (an English teacher) 
and Mr. Scott (a social studies teacher). These two might agree that it 
would be good to work with the same group of students and that on some 
days the students probably ought to spend more time on English and on 
other days more time on social studies. 

Mr. Adams and Mr. Scott might then go to the principal and ask 
whether a block schedule might be arranged. If the principal agreed, he 
or she would draw up a schedule that assigned the same students to Mr. 
Adams and to Mr. Scott for two periods. If, for example, a typical class at 
this school had thirty students enrolled, the principal would assign sixty 
students (the same sixty) to Mr. Adams and Mr. Scott for two hours. 

This arrangement would yield several advantages for Mr. Adams and 
Mr. Scott. For example, it might be possible on some days for the entire 
group of sixty students to meet together for a social studies speaker. If that 
speaker required more than an hour to make his presentation, there 
would be no problem; the students would not miss part of another 
teacher's class. There might be other times during the semester when 
either Mr. Adams or Mr. Scott might wish to meet with some of the stu- 
dents for longer than an hour. So long as both teachers were aware of the 
situation, there would be no problem for the student as no other teachers 
would be involved. In summary, the block schedule provides some time 
flexibility that Mr. Adams and Mr. Scott could not have in a more tradi- 
tional time arrangement. An example of a student's schedule in a block 
program is presented in Figure 5-5. 

In general, there is a good deal to commend the block schedule from 
the perspective of the participating teachers. Its major drawback relates to 
the problems of scheduling students. Since students in the block program 
must be in Mr. Adam’s and Mr. Scott's classes for the same two hours, 
the remainder of their program has to be fitted into the other four hours 
of the instructional day. Though this problem is not insurmountable, it 
does present difficulties for the administrators charged with making stu- 
dent class schedules. 


Rotating Schedule 
The rotating schedule makes it possible for a school to offer more 


courses within an existing building without adding new classrooms by 
scheduling classes in such a way that each course does not meet every 
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EXAMPLE OF A STUDENT’S SCHEDULE 
IN A BLOCK SCHEDULE PROGRAM 


John R. Paulsen 


Period 1 English II and World History (Mrs. Larch and Mrs. North) 


Block 

Period2 English II and World History (Mrs. Larch and Mrs. North) 
Block 

Period3 Spanish | (Mr. Michaelsmith) 

Period 4 Algebra II (Miss Hodge) 

Period 5 P.E. (Mr. Seamore) 

Period 6 Study Hall (Mr. Van Oaken) 


FIGURE 5-5 


day. For example, a school might decide to offer courses during each of 
seven time periods, but only six of these time periods would meet each 
day. In such an arrangement, periods 1, 2, 3, 4, 5, and 6 might meet on 
Monday, with no class meeting for period 7 classes. The next day, the 
schedule would rotate, with classes for periods 2, 3, 4, 5, 6, and 7 meeting 
and no class meeting for period 1 classes. A similar rotation would occur 
each day. An illustration of how such a schedule might work over a pe- 
riod of ten days is provided in Figure 5-6. 

Some teachers are attracted to the rotating schedule because it gives 
them an opportunity to work occasionally with each student at the begin- 
ning of the day when he or she is “still fresh.” Others like the rotating 
pattern because of the variety that comes with the daily changes in the 
class schedule. 

On the other hand, some teachers find it difficult to keep up with the 
daily changes and would be much happier if each class met at the same 
clock hour every day. Another criticism voiced by some teachers regarding 
rotating schedules has to do with their impact on teachers’ planning pe- 
riods. Typically teachers have a single period for planning every day, but 
observe what can happen in a rotating schedule school. Suppose a teacher 
has a period 3 planning period. Look at Figure 5-6, and notice that on 
Thursdays there is no period 3. Consequently a teacher on Thursday with 
a period 3 planning period would teach six hours with no break for plan- 
ning. Such days tend to tax teachers’ energy levels severely. 

In summary, a rotating schedule can provide for flexibility in student 
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EXAMPLE OF A ROTATING SCHEDULE THAT FITS 
SEVEN PERIODS INTO A SIX PERIOD DAY 


Class Times Mon. Tues. Wed. Thurs. Fri, Mon: Tues. Wed. 


8.00-8.56 1 2 3 4 5 6 7 1 
9.00-9.56 2 3 4 5 6 7 r) 2 
10.00-10.56 3 4 5 6 7 1 2 3 
11.00-11.56 4 5 6 7 1 2 2 4 
1.00-1.56 kX 6 7 1 3 4 5 
2.00-2.56 6 7 1 2 4 5 6 


Let’s Ponder 
Assume the following schedule of courses for John R. Paulsen: 


Period 1: English II 
Period 2: P.E. 

Period 3: Study Hall 
Period 4: Spanish | 
Period 5: Algebra II 
Period 6: World History 
Period 7: Study Hall 


1. How often does John meet each of these courses in one week? 
2. Does John have the same number of study halls every day? 


3. What advantages do you see regarding the possibility for each of 
John’s teachers to see him occasionally when he is “fresh” 
first thing in the morning? Disadvantages? 


4. What might the implications of this kind of a schedule be for a 
student who works after school? 


TE 


FIGURE 5-6 


scheduling. It can permit students to take additional courses and still be 
assured of some study time every day. But there are trade-offs to be made 
relating to daily changes in schedules and teachers’ daily planning time. 
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Modular Schedule 


Modular schedules can provide school schedule-makers with a tremen- 
dous amount of flexibility in developing individual student schedules. 
Schools using modular schedules do not think of the school day as being 
composed of classroom hours or periods. Rather, they think in small units 
of time, or modules. For example, a module of time in a given program 
might be twenty minutes of clock time. 

In preparing schedules, the individual student’s needs are assessed, 
and a program is developed in which several of these time modules are 
collapsed together to total the needed time for each learning experience. 
This process is a sophisticated one. Generally only schools with access to 
computers use modular schedules. Some prepare a new schedule for each 
student as frequently as once a week. Figure 5-7 illustrates how a modular 
schedule might function. 

Although the modular scheduling process presents schedule makers 
with a great deal of flexibility, it also requires a substantial investment in 
computer technology by the school district. Computer breakdowns can 
produce chaotic conditions in schools that depend on them to produce 
student schedules. But when operating properly, modular scheduling pro- 
vides an administrator with a mechanism for managing time in the ways 
that are best suited to individual learners. 


General Comments About Innovations Related to the School Day 


As noted previously, most innovations in this category have been de- 
veloped at the secondary- rather than at the elementary-school level. 
Though there are great differences among proposals that have been made 
to change the traditional six- or seven-period school day, most have been 
undertaken out of a conviction that they respond better to the individual 
needs of students. There are strengths and weaknesses associated with 
nearly every serious attempt to modify the time flow of the school day. 
Though definitive answers are not yet in hand, the very diversity of the 
proposals that have been made suggests that concern about better use of 
time during the school day has been widespread. This concern seems cer- 
tain to be of great interest to educators in the future as well. 


Unlike innovations related to the school day, which have involved sec- 
ondary schools almost exclusively, innovations related to the school year 
have affected elementary- and secondary-school learners alike because de- 
cisions relating to the school year tend to be made at the district level. 
Once a decision has been made to extend the school year, for example, 


Innovations Related 
to the School Year 
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EXAMPLE OF A MODULAR SCHEDULE 


Numbers and Times of Modules 


1 8.00 — 8,20 13 12.0 — 12.20 
2 8.20—8.40 14 12,20 — 12.40 
3 8.40 — 9.00 15 12.40 — 1.00 
4 9.00— 9.20 16 1.00 — 1,20 

5 9.20 — 9.40 T7 1.20 —1.40 

6 9.40 — 10.00 18 1.40 — 2.00 

7 10.00 — 10.20 19 2.00 — 2.20 

8 10.20 — 10.40 20 2.20 —2.40 

9 10.40 — 11.00 21 2.40 — 3.00 
10 11.00 — 11.20 22 3.00 — 3.20 


11 11.20 — 11.40 
12 11.40 — 12.00 


Sample of a week's schedule for John R. Paulsen 


Monday Tuesday Wednesday 
Spanish (1-5) Spanish (1-4) Spanish (1-3) 
Study Hall (6-7) Study Hall (5-7) Study Hall (4-6) 
English (8-10) English (8-11) English (7-9) 
Lunch (11-13) Lunch (12-14) Lunch (10-12) 
Wld. His. (14-15) Wid. His. (15-17) Wid. His. (13-14) 
Algebra (16-18) Algebra (18-20) Algebra (15-18) 
P.E. (19-22) Study Halll (21-22) P.E. (19-22) 
Thursday Friday 

Spanish (1-3) Spanish (1-3) 

Study Hall (4-5) Study Hall (4-6) 

English (6-9) English (7-10) 

Lunch (10-12) Lunch (11-13) 

Wid. His. (13-15) Wid. His. (14-15) 

Algebra (16-19) Algebra (16-18) 


Study Hall (20-22) P.E. (19-22) 


Note: The numbers in parentheses above are the module numbers, For example, 
on Monday, this student will be in his Spanish class from 8.00 to 9.40 
(modules 1 through 5). 

The modular schedule provides a great deal of flexibility. Note that this 

student spends different amounts of time in different classes on varying 

days through the week. Development of a schedule like this requires a 

tremendous amount of teacher planning and cooperation. Teachers must 

decide how much time they wish to see students in advance of the schedule 
planning and must work closely with the administrative staff as requests 
are coordinated and individual schedules are generated with the assistance 
of the computer. 


———_—_———————— 
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every school in the district has ordinarily followed the adopted pattern. 
On the other hand, many innovations relating to the school day have 
been adopted by individual school buildings. Consequently these changes 
have not had much impact on youngsters in other schools even in the 
same district. 

A prominent theme in the attempt to make changes relating to the 
school year has been economic efficiency. It has been argued that tradi- 
tional calendar arrangements have left most schools vacant during the 
summers, resulting in inefficient use of expensive facilities. Others, partic- 
ularly those who favor year-round school attendance, argue that tradi- 
tional arrangements do not respond well to the needs either of students 
who can move through programs more quickly or of students who need 
more time to master basic information. 

These criticisms of present school calendars have resulted in numerous 
proposals for year-round schools. Though such plans have enjoyed wide 
publicity, the numbers of youngsters actually involved in such programs 
represents only a fraction of the total numbers enrolled in our schools. For 
example, in 1976, the Council on Year-Round Education reported that 
350,000 children in 535 schools in 109 districts were on some sort of year- 
round plan (Univer, 1976). In general, the rate of growth of year-round 
school plans has slowed in recent years. As Univer has noted, diminished 
enthusiasm for year-round schooling seems to be associated with 
(1) declining enrollments, (2) the failure of some existing plans to save as 
much money on operating costs as had been expected, and (3) an initial 
“oversell” of the educational achievement advantages that failed to be re- 
alized once the year-round schedule was installed. 

Despite the caution with which many school people approach proposals 
for year-round schooling today, a reasonably high interest in the idea re- 
mains. Few months go by when articles on extended school-year plans do 
not appear in the professional journals. The variety of these plans is enor- 
mous. However, certain basic themes tend to run through a good many 
of them. In the sections that follow, a number of these plans are reviewed, 
Though by no means all-inclusive in terms of their scope, these plans are 
fairly representative of the various proposals that have been put forward 
in response to critics of the traditional school calendar. 


Mandatory Four-Quarter Plan 


The mandatory four-quarter plan has been promoted primarily by those 
who see in it the possibility of serving a larger number of students without 
having to incur the expense of new school-building construction. For ex- 
ample, a mandatory four-quarter plan would make it feasible to serve 
twelve hundred students in buildings designed for nine hundred. But this 
capability brings with it some problems. See Figure 5-8 for an illustration 
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EXAMPLE OF A MANDATORY FOUR QUARTER PLAN 


The total population of learners in a district is divided into four groups, 
A, B, C, and D. Consider, for example, a district with 1,200 students. The 
four groups would be as follows: 


Group A 300 students 
Group B = 300 students 
Group C = 300 students 
Group D 300 students 


The school year then is divided into four quarters. Only three of the four 
groups of students are in school during any quarter. The other group is on 
vacation. Quarters might be arranged and groups assigned as follows: 


In School On Vacation 
Quarter 1: Jan — Mar Groups A,B,C. Group D 
Quarter 2: Apr — Jun Groups B,C, D. Group A 
Quarter 3: Jul — Sep GroupsC,D,A. Group B 
Quarter 4: Oct — Dec Groups D, A,B. Group C 


Note that no more than 900 students are in school at one time. Thus, 
1,200 learners are accommodated by buildings that need serve no more 
than 900 at one time. 


Let’s Ponder 


1. What problems with regard to school maintenance might be 
associated with the mandatory four-quarter plan? 


2. What would happen if a large family had children assigned to 
more than one group? (for example, one child might be in Group 
A, one in Group B, and one in Group D.) 


3. Which vacation period would please most parents? Why? 
Which would make them most unhappy? Why? 


4. What implications for teachers do you see in this plan? (Con- 
sider summer school, travel plans, etc.) 


Se 


FIGURE 5-8 
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of how a mandatory four-quarter plan might work. Consider some of the 
issues brought up in the “Let's Ponder” section of the figure. 

Because of problems associated with traditional vacation planning and 
with arranging schedules for families with several children in the schools, 
the mandatory four-quarter plan has not proved a very popular alternative 
for extending the school year. In general, administrators have concluded 
that the plan creates more problems than it solves. 


Optional Four-Quarter Plan 


The optional four-quarter plan bears little resemblance to the mandatory 
four-quarter plan. The rationale behind the optional four-quarter plan is 
that it provides more flexibility for learners. Particularly it is thought that 
the optional four-quarter plan can meet the individual requirements of 
students in senior high schools better than more traditional school-calen- 
dar arrangements. 

In the optional four-quarter plan, students have a chance to complete 
three full quarters of work every year. In this respect, there is little differ- 
ence from what can be accomplished during a more conventional plan. 
The unique feature of the optional four-quarter plan is that the student 
has four quarters to complete three quarters of work. This means, for ex- 
ample, that a student who wishes to do so may take a very light load 
some quarters to provide time for after-school work or extra time to study 
for very difficult courses. On the other hand, highly motivated students 
have an opportunity to take additional course work. Figure 5-9 illustrates 
how an optional four-quarter plan might work. 

The designers of the optional four-quarter plan hoped that significant 
numbers of students would agree to attend school during the summer 
quarter. There have been disappointments in this regard. The tradition of 
summer as “vacation time” has proved very strong, and the numbers of 
students enrolling in the summer quarter have been disappointingly low 
in most cases. 


Eleven-Month Plan 


The eleven-month plan is a scheme that was devised for the purpose of 
cutting the costs of education. The idea is to run schools for eleven 
months rather than for nine months. Under such a plan, students would 
complete twelve years of schooling in ten years. Thus, the argument goes, 
teachers would be needed to staff only ten grades rather than the present 
twelve grades. 

The problems of implementation have been so great that the eleven- 
month plan has won very few supporters. Critics of the plan ask, for ex- 
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AN EXAMPLE OF AN OPTIONAL FOUR QUARTER PLAN 


In this plan, each student must complete a total of three quarters of work, 
but he or she has four quarters to do it. Consider, for example, the fol- 
lowing schedule for a hypothetical student named John R. Paulsen. 
Recall, that in a traditional school calendar, John probably would take 
four academic subjects and physical education. Additionally he would 
have a study hall. Assume a typical six-hour high school day. 


Period Fall Quarter Winter Quarter Spring Quarter Summer Quarter 


1 *Spanish *Spanish *Algebra *Wld. Hist. 
2 *English Bie *Spanish *English 

3 *Wid. Hist.  *English RE; RE, 

4 *Algebra *Algebra --- --- 

5 PLE. *Wid, Hist. --- --- 

6 S. Hall S. Hall =- —-- 


Asterisked (*) courses are academic courses 


Note that this student has taken a total of three quarters of four academic 
subjects (Spanish, World History, Algebra, and English). But, he has taken 
four quarters to do this. Presumably, during spring quarter, time was 
saved for either additional study or for work. The same is true for his 
summer quarter schedule. Had this student chosen to do so, other enrich- 
ment courses could have been taken both during spring quarter and during 
summer quarter. 


rr o e 


FIGURE 5-9 


ample, what sixteen-year-old high school graduates are to do if youngsters 
continued to enter school at age six. (Remember, only ten years of school, 
so the high school graduate would be sixteen rather than eighteen.) The 
suggestion that youngsters be kept at home longer and not be permitted 
to start school until age eight has not been widely endorsed. 

Finally, the plan has been criticized on the grounds that the hoped-for 
monetary savings would not materialize. Seventy-five percent or more of 
most school budgets go into salaries. Meaningful savings have to involve 
cuts in the outlay for salaries. Critics point out that though the eleven- 
month plan might result in fewer teachers’ being employed, those teach- 
ers surely would demand more compensation. If each teacher, now work- 


ing on a nine-month contract, were to be asked to work on an eleven- 
month contract, it would not be unreasonable for him or her to expect a 
raise equivalent to two ninths of the nine-month salary (for the two extra 
months). Were this to occur, there would be no net saving on salaries. For 
this reason and because of the difficulties of starting youngsters late or 
graduating them early, the eleven-month plan has not been taken seri- 
ously by large numbers of educational reformers. 


Concept 6 


Concept 6 is a plan for year-round schooling designed to provide ad- 
ditional flexibility for learners. The school year is divided into six equal 
parts. Learners choose to attend any four of the six sessions during the 
calendar year. Youngsters who wish to accelerate their progress may at- 
tend five rather than four terms each year. An example of how a Concept 
6 plan might look is illustrated in Figure 5-10. 


<_< 
EXAMPLE OF A CONCEPT 6 SCHEDULE 


Schedule for a hypothetical student named John R. Paulsen: 


Session John R. Paulsen 
Jan. — Feb. In School 
Mar. — Apr. Vacation 
May — Jun. In School 
Jly. — Aug. Vacation 
Sep. — Oct In School 
Nov. — Dec In School 


Note: In real Concept 6 schedules, the school year is divided into six 
equal parts. Because of differing lengths of months, numbers of 
weekends, and distributions of national, state, and local holidays, 
beginning and ending dates do not fall on the first and the end 
of the months as indicated here. This schedule has been provided 
simply to illustrate the general impact of such a plan on an 
individual student and the options it provides to him or her. 


— 


FIGURE 5-10 
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An advantage of the Concept 6 approach is that all courses are com- 
pleted within each two-month segment. For example, if a youngster failed 
one subject during one two-month segment, he or she would have failed 
only a quarter-of-a-year’s worth of that subject. (Recall that each learner 
takes four two-month segments a year. Therefore a failure of one of the 
two-month segments would represent one quarter of a year’s work.) Crit- 
ics of more traditional school-calendar arrangements point out that fre- 
quently, failing a subject under this system means that an entire year’s 
work (or at least one full semester’s work) has been failed. This failure can 
be very discouraging to a child, who then must make up an entire year’s 
(or semester's) work before receiving credit. Under the Concept 6 arrange- 
ment, successful performance during a subsequent two-month segment 
would atone for a failing grade during a previous two-month segment. 
This arrangement is thought to be sounder from the point of view of mo- 
tivating learners. 

Basically Concept 6 has much to commend it. The problems are similar 
to those inherent in all efforts to extend the school year. That is, few 
youngsters have proved willing to attend school during the summer. Con- 
sequently the numbers of students in school buildings during the tradi- 
tional September-to-June period have not been greatly reduced. 


Quinmester Plan 


The quinmester plan divides the calendar year into five nine-week ses- 
sions. The learner may choose any four of these to meet state require- 
ments for minimum attendance during a given year (usually 180 days). 
Some learners may elect to attend all five sessions (225 days) to accelerate 
their progress through the school program. An example of a quinmester 
plan is provided in Figure 5-11. 

The flexibility of the quinmester has much to commend it. The arrange- 
ment provides for at least a limited summer vacation for all learners, even 
those who choose to attend the summer quinmester. But this plan, like 
others that have attempted to extend the school year beyond the tradi- 
tional June closing, has been only marginally successful in attracting 
youngsters choosing to go to school in the summertime. For example, in 
an evaluation of a quinmester plan in Tennessee, Banta (1977) found that 
only 12 percent of the eligible students attended the summer quinmester. 


General Comments Regarding Innovations Related to the 
School Year 


Innovations regarding the school year have focused on two general is- 
sues. First of all, critics of present arrangements have argued that tradi- 
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EXAMPLE OF A QUINMESTER SCHEDULE 


Quinmester 1: September 5th through November 6th (45 school days) 
Quinmester 2: November 7th through January 19th (45 school days) 
Quinmester 3: January 22nd through March 26th (45 school days) 
Quinmester 4: March 27th through June 4th (45 school days) 
Quinmester 5: June 5th through August 7th (45 school days) 


Note that students can complete the typical 180-day attendance re- 
quirement by attending classes during any four quinmesters. Students 
are permitted to select quinmesters they will attend. Some students who 
wish to accelerate their progress or take enrichment courses may elect 
to attend all five quinmesters. 
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FIGURE 5-11 


tional school calendars are not cost-efficient because the existing facilities 
are not in use throughout the year. Second, some have argued that tra- 
ditional calendars do not respond well to the needs of students who re- 
quire more time for learning or who have the capability of accelerating 
their progress through the school program. 

A review of school-year innovations leads to the conclusion that few 
such efforts have “worked” where learners and their parents have been 
allowed to decide which portions of the calendar year the youngsters 
should attend. There has been almost universal resistance to the idea that 
youngsters should attend school in the summer. ' 

The alternative—making attendance for part of the school population 
mandatory during the summer—has not been a politically attractive op- 
tion for school people. While mandatory schemes can assure that one 
quarter of the district's population of schoolchildren is in school during 
the summer, the mandating of such an arrangement is almost certain to 
anger a good many parents. Parents’ vacations and travel plans tradition- 
ally have been premised on their youngsters’ being out of school at this 
time of year. When proposals have been made to alter this traditional 
summer-vacation schedule for schoolchildren, the resistance from parents 
has been very strong. Considering the political environment within which 
schools operate, few administrators have been willing to “require” parents 
to keep youngsters in school during the summer months. : 

In summary, a number of interesting approaches have been tried by 
school districts interested in extending the school year, but the problems 
associated with these efforts have been many. Given the past history of 
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these attempts, the widespread adoption of year-round school calendars 
seems unlikely. 


Despite a record indicating that many educational innovations have not 
worked out, there is little evidence that educators’ willingness to try some- 
thing new is in any way diminishing. Indeed, some argue that educators 
as a group have a tendency to hope that the next innovation down the 
line might be the answer to pressing problems. Commenting on this ten- 
dency and some possible consequences, Hall (1976) has written: 


Whenever there is a problem, the cure is to add something more: process cur- 
ricula, new organizational structures, another course, more time, more people, 
more training, more controls. We have added so many cure-alls without taking 
anything away that the pile of unused and ineffective remedies has become 
another problem.* 


Why are the suggested remedies so often ineffective? One possibility 
might be that many educators have no reliable means of assessing the 
likely impact of something they wish to try. They know that they have a 
problem, and they often go forward in the hope that some new procedure 
will solve it. But as Cogan (1976) has noted, assessing the potential impact 
of an innovation is an undertaking demanding sophisticated skills. Clearly 
more teachers are willing to innovate than have a solid understanding of 
these skills. 

Many teachers do understand that they do not know as much as they 
should about an innovation that seems promising, but the problems they 
face appear simply overwhelming at times. Consequently, when a new 
approach is suggested that might provide positive results, administrators 
and teachers gravitate toward it. The attitude may be simply that what- 
ever we do that is new and different cannot be any worse than what we 
are doing now. Certainly there is potential for failure when new ideas are 
introduced before they have been well tested, but a good many educators 
are willing to argue that the chance for success, however small, is worth 
the risk, considering the alternative of continuing with something that 
everyone knows is not getting the job done. 


1 The introduction of innovations into American schools has not been system- 
atic. Rather, innovations have been put forward in response to pressing 


“Reprinted from Gene E. Hall. “Study of Individual Teacher and Professor Concerns 
About Innovations; Concerns-Based Adoption Model Project,” Journal of Teacher Education 
(Spring 1976), pp. 22-23. 


“In conclusion, we may state 
that to establish a viable 
experiential basis for educative 
functioning, we must 
experiment with various 
strategies in the teaching- 
learning environment that will 
help students move most 
effectively toward state goal 
orientations. Put another way: 
If it works, keep doing it!” 


FIGURE 5-12 


problems before these innovations have been validated by rigorous testing 
procedures. 

2 Some critics suggest that the introduction of untested innovations has cre- 
ated many new problems for the schools. They note, for example, that 
many innovations have been put into the schools before any decisions have 
been made regarding how existing practices should be removed to make 
way for these innovations. ; 

3 In practice, many innovations have not lived up to the expectations of their 
developers. Particularly, there have been disappointing results from inno- 
vations designed to improve learners’ academic achievement. With few ex- 
ceptions, the test scores of learners in innovative programs have not differed 
significantly from the test scores of learners in more traditional programs. 
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Innovative practices can be thought of as falling into three general cate- 
gories. First, there are innovations concerned with the organization and 
management of classroom environments. Second, there are innovations di- 
rected toward reorganizing time within the school day. Third, there are in- 
novations focusing on extending the school year. 

Because of increasing public concern about educational accountability and 
the accompanying demand for “results,” new proposals for innovations will 
very likely be scrutinized very carefully before any decision is made to go 
ahead. This is true because of a spotty performance record of a good num- 
ber of innovations introduced previously. 

Most innovations in the area of reorganizing time within the school day 
have been introduced with a view to providing increased flexibility in pre- 
paring learners’ schedules. Most of these innovations have occurred at the 
secondary- rather than the elementary-school level. 

Efforts to extend the school year have received wide notice in educational 
journals, but relatively few schools have adopted such plans. A continuing 
problem in implementing the extended school year is the reluctance of 
learners to attend school during the traditional summer-vacation months. 
Some defenders of educational innovation point out that the problems of 
the schools are so pressing that there simply is no time to wait for the worth 
of an innovation to be established beyond a doubt. They say that if an in- 
novation holds even a reasonable promise of doing something better, there 
is a natural tendency to try it out of a realization that very likely it will be 
no worse than the inadequate present approaches. 


Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


1. In the early days, the planners of year-round schooling 
were very much concerned about how youngsters would 
feel about going to school during the traditional summer 
vacation months. They have been pleasantly surprised to 
find most learners willing to go to school during the 
summer. 

2. In planning for an innovation, it has been typical for edu- 
cators to identify exactly what existing practice is to be elim- 
inated to “make room” for the innovation. 

3. In this country, large-scale national evaluation efforts have 
tested carefully the worth of most new innovations before 
they have been tried out in the schools. 

4. The culture of the schools is generally supportive of the in- 
troduction of innovations. 


5. In a nongraded classroom, all learners are exposed to ex- 
actly the same instructional program. 

6. Researchers tell us that learners in nongraded programs 
consistently do better academically than their counterparts 
in graded programs. 

7. Learners taught by teams of teachers consistently score 
higher on tests of academic achievement than learners 
taught by a solitary classroom teacher. 

8. Research reveals that there are few measurable differences 
in academic achievement between learners in open-space 
schools and learners in schools with self-contained 
classrooms. 

9. Schools that emphasize individualization and other inno- 
vative practices typically produce higher academic achievers 
than schools that emphasize more traditional practices. 

10. The Carnegie unit was established to provide a basis for 
determining where a student was in terms of his or her 
progress through the high school program. 


Public education has been highly receptive to innovations of all kinds. 
In general, these innovations have been directed toward improving the 
classroom environment, reorganizing time within the school day, and ex- 
tending the traditional school calendar. The record of these innovations 
has been spotty. Many have not achieved in practice what their support- 
ers hoped they would achieve. This has been particularly true of innova- 
tions designed to improve students’ academic learning. ; 

In this country, there has been little system in the introduction of in- 
novations into the educational system. Rather, the tendency has been to 
introduce new ways of doing things without a systematic assessment of 
their potential effectiveness. Critics have suggested that this lack of atten- 
tion to systematic planning and assessment has resulted in new problems 
for the schools caused by the innovations themselves. Some critics have 
been especially vocal about professional educators’ failure to specify what 
old procedures should be removed before new procedures are installed. 

Others, who acknowledge that some innovations have caused prob- 
lems, defend educators who willingly accept innovative practices. They 
note that educational problems are severe. Frequently, they argue, there 
simply is not enough time for a new proposal to be tested with all the 
rigor that evaluation specialists would like. Too, where present practices 
are inadequate, there is a feeling that an innovation, even though un- 
tested, may be no worse and might be a good deal better. s 

The culture of American schools seems to support innovation. Though 
the accountability movement and its accompanying demands for evidence 
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that school practices are having a measurable impact on learners may in- 
fluence school leaders to be more selective in their adoption of innova- 
tions, there is little evidence to suggest that the love affair with innovation 
has ended. One of the few constants of American education is the com- 
mitment to try an approach that may work better. 
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Objectives This chapter provides information to help the reader to 


1 Recognize that schools operate within a very politicized environment. 

Cite approaches made to use schools to eliminate de facto segregation. 

Point out a number of recent developments in the areas of bilingual and 

multicultural education. 

4 Indicate examples of the impact on schools of legislation directed toward 

preventing discrimination based on sex. 

Note a number of probable causes of recent erosions of public confidence 

in education. 

6 Describe several major characteristics of the accountability movement. 

7 Suggest possible relationships between the back-to-the-basics movement 
and the taxpayers’ revolt. 

8 Project possible implications for teachers of the current status of several im- 
portant contemporary issues in education. 


wn 
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Pretest Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


1. Educational policy is influenced little by larger societal 
issues. 

2. In many instances, the patterns of residence of different ra- 
cial groups in American cities indicate the existence of de 
facto segregation. 

3. Multicultural education has been promoted as a means of 
developing understanding among members of different cul- 
tural groups. 

4. Bilingual education represents an attempt to force all learn- 
ers in schools to master two languages. 

5. Few districts have difficulty in meeting the requirements of 
legislation related to bilingual education. 

6. In “mainstreaming,” there is an attempt to educate the 
handicapped learner in the “least restrictive environment.” 

7. In recent years, there has been an escalation of public criti- 
cism of education. 

8. It is essential that educators take the public position that 
education can provide a solution for all the major problems 
facing our society. 

9. “Accountability” can have only a negative impact on school 
policies and programs. 

10. Competency testing has come about, in part, as a reaction 
against the problems created by the social promotion of 
learners. 
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________ 11. “‘Back-to-the-basics” has become popular and is widely sup- 
ported by educators and school patrons alike because there 
is nearly universal agreement regarding what the “basics” 
are. 

12. Though sometimes critical of the schools, in recent years the 
public has almost never wavered in its willingness to pay 
taxes to support public education. 


Any discussion of contemporary issues in education must begin with 
one fundamental understanding: The schools are a reflection of the society 
within which they operate. Educational issues, then, must be viewed 
within the context of larger societal issues. 

Large and important social issues have had a profound influence on the 
schools because public education operates through a system of public con- 
sent. Issues such as depressions, unemployment, and civil rights that 
arouse the population at large inevitably influence public education as 
well. These social influences are exerted through a number of channels. 

In most school systems, local opinion is exercised through freely elected 
school boards. Local citizens, too, exercise some additional control through 
their ability to vote on school-funding issues of various kinds. The extent 
of this sort of control varies from place to place, but almost everywhere, 
there is at least some “ballot box” power exercised by the public over the 
operation of the local school system. 

At the state level, legislatures exercise tremendous controls over what 
schools may and may not do. Laws relating to curricula and even to teach- 
ers’ salaries regularly come down to local school districts from the state 
capital. A few states even centralize the selection and purchase of text- 
books for use throughout the state. Such regulations, administered through 
central state education departments, give state governments great author- 
ity over the operation of the schools. 

In recent years, there has been a broad expansion of federal control over 
education. Responding particularly to the needs of the groups in our so- 
ciety who believe themselves not to have been well served by public ed- 
ucation, federal laws have had an especially strong impact in the way 
schools have responded to civil rights issues. In particular, federal regu- 
lations have required local schools to take specific actions in regard to pro- 
grams for girls, programs for ethnic and racial minorities, and programs 
for handicapped youngsters. : 

Governments, then, reflecting the perspectives of the society, have not 
been reluctant to impose those perspectives on the public schools. Some 
critics of educational practices and indeed some educators, too, have ig- 
nored this reality. Not uncommonly, they have blamed school officials 
alone for the school practices of which they do not approve. Numbers of 
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these critics have implied that the school officials themselves enjoy the 
power to initiate substantial programs. Lamentably few have recognized 
the limits on school leaders’ options that have been imposed by the larger 
society operating through local, state, and federal governments. 

What seems to be clear is that the schools are very sensitive to public 
sentiment as that sentiment is expressed through the actions of govern- 
ment. Schools, then, tend to change practices rather gradually. Govern- 
ments represent the collective wisdom of all of the citizens. Entire 
populations make decisions slowly. Usually these decisions are preceded 
by debate among the proponents of alternative positions. In a democratic 
decision-making process, where the votes are not counted until all have 
had their say, it is idle to hope for speedy changes. While this system does 
preserve the all-important principal of democracy, it also assures that 
many individuals within the society will find the rate of change disap- 
pointingly slow. 

Today a number of issues being debated by the entire society have 
worked through the governmental system to the point where school pol- 
icies and programs are being influenced. Among others, these issues in- 
clude civil rights, a growing concern about the responsible and accountable 
expenditure of tax revenues, and debates over whether schools are offer- 
ing too many different kinds of programs. In the sections that follow, a 
number of topics flowing from these large issues are explored. 


Schools have long been a focus of civil rights’ concerns. For years, mi- 
nority groups have looked on public education as a mechanism for mov- 
ing their young people into the mainstream of American life. Political 
philosophers from the very earliest days of our country have hoped that 
the schools would be places where youngsters from different social and 
economic strata could meet and mix freely. 

To some extent, this has occurred, but the ideals of breaking down all 
barriers among classes and preventing elitism have never been completely 
realized. The difficulty of attaining these ideals is evident, given the cul- 
tural diversity of all the groups in the American population. But, the view 
persists that more can and ought to be done to assure at least a mutual 
respect and acceptance of all groups. In recent years, the general concern 
about civil rights has been translated into a number of political decisions 
that have had important consequences for the schools. 


The Segregation Issue 


Racial segregation continues to be a difficult issue facing the American 
schools. The landmark Plessy v. Ferguson decision of 1896 (163 U.S. 537, 16 


S. Ct 1138, [1896]) upheld a state’s right to segregate learners according to 
race. In 1954, in the famous Brown v. Board of Education decision (347 U.S. 
483 [1954]), the Supreme Court overturned the “separate-but-equal doc- 
trine” laid down in Plessy v. Ferguson that had provided the legal basis for 
segregated public-school systems. 

In the Brown case, the court observed that segregating youngsters on 
the basis of race denied them equal educational opportunities. In partic- 
ular, the court noted, segregation had a detrimental impact on black chil- 
dren. Therefore segregated education was declared “inherently unequal.” 
There was a directive that segregated schools be eliminated with all delib- 
erate speed. This action made de jure segregation, or segregation sup- 
ported by governmental action or inaction, illegal. 

The Brown decision, however, did not eliminate de facto segregation. De 
facto segregation is segregation that exists but is not supported by statute. 
For example, in many cities there are neighborhoods that are nearly 100 
per cent black and neighborhoods that are nearly 100 per cent white. This 
racial separation is not required by government laws (indeed, it cannot be 
so required). Nevertheless it does exist. Such segregation is de facto but not 
de jure segregation. 

Considering the language of the Brown v. Board of Education decision, it 
was evident to many people that some advantages would accrue to both 
black and white youngsters were they to attend school together. But the 
Brown decision, though it eliminated (in time) legally segregated school 
systems, did not ensure that there would necessarily be much racial mix- 
ing in many schools because of de facto segregation and because of a long- 
standing tradition of neighborhood schools. If all youngsters in the neigh- 
borhood were black, then all youngsters in the school would be black. If 
all were white, then all youngsters in the school would be white. 

Many people who believed that some benefits would come from 
schools attended by both blacks and whites were unhappy when they ob- 
served that residential patterns kept many schools as segregated as they 
had been before the Brown decision. Pressures to change this situation led 
to proposals to bus youngsters to schools outside of their home neighbor- 
hoods for the purpose of achieving a racial balance in all schools. These 
proposals set off a fire storm of controversy that rages yet. D 

Proponents have suggested that busing represents the only realistic way 
to assure that all youngsters have the benefit of some association with 
youngsters of other racial groups. They argue that it is idle to hope that 
neighborhood residential patterns will become integrated quickly enough 
for the same sort of racial mixing to occur “naturally” in traditional neigh- 
borhood schools. Unless the difficult decision to bus youngsters is taken, 
too many black youngsters and too many white youngsters will remain in 
all-black or all-white schools, perpetuating the “inherently unequal” situ- 
ation that the Supreme Court found unconstitutional in Brown v. Board of 
Education. 
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Critics have pointed out that forcing youngsters into long and tiring bus 
rides may be destructive to the educational process. Others have been 
concerned about the quality of the schools the youngsters would attend 
once the bus ride was over. Still others point to the costs of massive bus- 
ing programs. In Los Angeles, for example, the cost of busing youngsters 
during the 1978-1979 school year was $12 million (Summers, 1979). Some 
have suggested that this money spent on busing could be put to more 
important educational uses. z 

Busing has not been the only response to the de facto segregation issue. 
In some districts, voluntary integration plans have been tried. Though the 
specifics vary, attempts are made to encourage parents of black youngsters 
to agree voluntarily to send their children to schools in predominantly 
white neighborhoods and parents of white youngsters to agree voluntarily 
to send their children to schools in predominantly black neighborhoods. 
One interesting variant among voluntary integration plans has been the 
magnet school concept. 

Magnet schools have been established, among other places, in Houston 
and Los Angeles. The idea is to establish a number of schools with very 
high-quality programs, perhaps each specializing in a certain area, in dif- 
ferent parts of the city. Parents throughout the city are given the oppor- 
tunity to examine the programs at these schools and to apply to send their 
youngsters to the one that most impresses them. The high quality of the 
programs at magnet schools has proved reasonably attractive to many par- 
ents of white youngsters, who have been willing to enroll their children 
even in magnet schools situated in traditionally black neighborhoods. 

Another device that has been used to break down de facto segregation 
is changing the number of grades in any one school. Instead of the tra- 
dition of elementary schools each having grades kindergarten through six, 
some districts have realigned the grade levels. Some schools, for example, 
might have only grades one and two (in such a building, there might be 
as many as ten or twelve separate first-grade and second-grade class- 
rooms), others with only grades three and four, and still others with only 
grades five and six. Because within any given neighborhood attendance 
boundary, there are not sufficient first- and second-graders to fill an entire 
building, the youngsters must be brought in from a much wider atten- 
dance area. In some cases, they are brought in from the entire district. 
Usually this means some kind of busing, but it eliminates the argument 
that some youngsters will be bused away from well-equipped schools be- 
cause all youngsters in the same grade level attend the same building. 

The painful reality is that a good deal of racial segregation continues to 
exist in American schools. No easy solution is in sight. Perhaps the diffi- 
culties experienced in dealing with this issue do have one important les- 
son for educators and those interested in education; that is, the schools 
reflect the larger society of which they are a part. If a given condition con- 
tinues to exist in the larger society, then it is unlikely that that condition 
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THE QUESTION OF BUSING 


Some have said that busing, a policy designed to combatde facto segregation 
in schools, has resulted in increased residential segregation. More speci- 
fically, some have suggested that fears of city-dwelling whites that their 
children would be bused to distant schools has led to a “white flight” 
from the cities. This has resulted in many city neighborhoods losing their 
white population. Consequently, rather than promoting integration in 
schools, some contend that busing is tending to produce schools that 
have fewer racially integrated classrooms than before busing was intro- 
duced. 


Let’s Ponder 
Read the paragraph above, Then, respond to the following questions: 


1. How do you react to the argument in the paragraph above? 
Do you have any evidence to support your position? 


2. Assuming that there has been “white flight” of some degree in 
response to busing policies, how permanent a phenomenon do 
you think this is? Will people adjust to busing in time? Why, 
or why not? 


3. Some have argued that those who attack busing on the grounds 
that it is tiring for youngsters basically are racists. They note 
that for years youngsters living in rural areas were bused to 
school. Complaints about busing, they say, came about only 
when there was a question of busing black youngsters to white 
neighborhoods and vice versa. How do you react to this 
argument? 


4. On the first day busing started in Los Angeles, 17,000 youngsters 
failed to appear in school. A number of them ended up in 
private schools. Some critics of busing suggest that its long-term 
consequences will be schools populated only by sons and 
daughters of the poor and near poor. All others will send their 
children to private schools. How do you react to this conten- 
tion? 

5. If you had a crystal ball and were able to foresee school policies 
as they will exist 25 years from now, would you see more school 
busing than we have now or less. 


6. Assuming that it is desirable for children to attend integrated 
school classrooms, are there alternatives other than busing that 
have a reasonable chance for successfully achieving this objec- 
tive? If so, what are those alternatives? Why haven’t they been 
widely discussed or implemented? 


a 


FIGURE 6-1 


131 


Contemporary Issues in Education 


132 


Schools 


can be rooted out of the schools with ease. Neighborhood residential pat- 
terns and other features of our society suggest that de facto segregation 
continues to be very much a part of American life. It may well be that no 
attempt to eradicate de facto segregation in the schools will be capable of 
success so long as de facto divisions of racial groups endure in other areas 
of social life, despite our best efforts to eliminate their de jure status. 


Multicultural and Bilingual Education 


Recent emphases on multicultural and bilingual education represent an- 
other manifestation in the schools of the public interest in civil rights. 
These emphases constitute something of a break with traditional practices. 
Traditionally the schools were seen as being charged with “Americaniz- 
ing” minorities. They were thought to be the finest expression of the 
“melting-pot” ideal, where peoples of different backgrounds would be 
heated in the crucible of education and cast as new ingots characterized 
by a set of values unique to Americans. Given this view of minorities, it 
is not surprising that schools for years tended to downplay the differences 
and the contributions of different ethnic groups. 

While perhaps well intentioned, school practices based on the melting- 
pot notion had what some critics believe to be negative consequences for 
youngsters who came to school from nonwhite and non-European ethnic 
backgrounds. Some evidence exists that such youngsters developed neg- 
ative self-images because the school program tended to make them 
ashamed of their cultural heritage. The dropout rates of such youngsters 
have always been high, perhaps, certain critics suggest, because of their 
feelings of alienation from a school system that, by implication, has fre- 
quently suggested they are less worthy than majority-group youngsters. 

Today many schools have installed or are installing multicultural pro- 
grams. Sometimes these programs involve separate courses. Sometimes 
they involve infusing multicultural content within existing courses. One 
of the objectives of such programs is to help minority youngsters develop 
a more positive sense of their self-worth. Typically this involves learning 
about their own cultural heritage so that they can develop the same sense 
of roots that many youngsters of white European descent have picked up 
from their study of traditional American history. 

Multicultural programs, however, are not directed only at minority 
youngsters. Part of the difficulty that such youngsters have experienced 
is that majority-group youngsters have little appreciated the cultural per- 
spectives and history of minority groups. Consequently multicultural pro- 
grams are directed as much toward the majority group as toward the 
minorities. There is a feeling that prejudice will be diminished when the 
Majority of youngsters have some appreciation of the values and contri- 
butions of the minorities. 


SP o 
MULTICULTURAL EDUCATION 


In recent years, there has been a trend to introduce multicultural perspec- 
tives into the curriculum. The reason this has been done is that youngsters 
coming from cultural minorities, in the past, have sometimes taken away 
from school an impression that something is “wrong” with them and their 
cultural group. Further, because they have known nothing about most 
minority cultures, youngsters from the cultural majority frequently have 
developed unfortunate stereotypes about members of cultural minorities. 
Some have felt these mistaken perceptions can be remedied by exposing 
them to responsible information about cultural minorities in the school. 


Let’s Ponder 


Read the information in the paragraph above. Then, respond to the fol- 
lowing questions: 


1. How valid do you consider the argument that, traditionally, 
members of minority groups may have received the impression 
that their cultural perspectives were “‘less worthy” than those 
of the majority? Why do you say so? 


2. Will the introduction of multicultural studies into the schools 
promote harmony among learners? Why, or why not? 


3. Is there or is there not a danger that emphases on multicultural 
studies can sow suspicions and lead to hostilities among members 
of different cultural groups? What evidence supports your 


position? 

4. Many proponents of multicultural studies reject the idea that 
the schools should serve as a “melting pot” for all cultural 
groups. How do you react to their position? Why? 

5. Should multicultural programs be targeted only for members 
of cultural minorities or should they be required of all 
learners? Why do you say so? 

6. Is it necessary to “water down” the curriculum to make room 
for multicultural studies? Why, or why not? 
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In addition to developing special multicultural programs that focus on 
disseminating information about the minorities, another thrust of the in- 
terest in multicultural education has been improvement in the quality of 
all educational experiences made available to minority-group learners. 
Stemming from President Lyndon Johnson’s “Great Society” concern for 
education of economically deprived and minority-group youngsters, a 
great deal of attention has been focused on improvement of the instruc- 
tion directed toward these youngsters. For example, surveys have re- 
vealed that most teachers have not been drawn from minority groups. 
Clearly, increasing the efforts to recruit teachers from the minorities has 
been one response. Another has been the requirement by state teacher- 
certification agencies of some university-level training in culture and per- 
spectives of minority groups. It is too early to determine the impact of 
these changes on minority-group youngsters, but the interest in doing 
something to strengthen the instruction for these learners suggests that a 
good deal of attention will continue to be directed toward this area in the 
years ahead. 

Bilingual education represents an important dimension of the total mul- 
ticultural emphasis. People learn cultural values and perspectives largely 
through language. This fact has had important implications for youngsters 
in the United States, who, with very few exceptions, have been exposed 
to English at school. Clearly, the mastery of subjects at school has required 
the mastery of English. This has placed a burden on youngsters who do 
not speak English as a first language at home. They have been expected 
to learn a new language and at the same time compete with native speak- 
ers to achieve success in school. Many have done so successfully, but oth- 
ers have experienced problems. 

The issue of language discrimination came to court in 1974, In Lau v. 
Nichols (414 U.S. 563 [1974]), the Supreme Court ruled that requiring learn- 
ers who did not understand English to use the same materials and the 
same facilities as English-speaking learners constituted unequal treatment. 
Subsequent court decisions and actions by the U.S. Office of Civil Rights 
have resulted in mandated bilingual programs. 

The major characteristic of bilingual education programs is to provide 
non-English-speaking youngsters instruction in their native language until 
they can compete effectively in English. Thus the districts must identify 
youngsters coming to school from homes where English is not spoken as 
the primary language. Next, school officials must ascertain the language 
“dominance” of these youngsters. If their knowledge of English falls be- 
low certain levels, then it is up to the school district to provide instruction 
in their home language. The idea is to help youngsters achieve success at 
school during the time they are adjusting to using English as a primary 
vehicle for learning. 

Bilingual programs have created several problems for school districts. 
Something that has surprised school officials is the wide array of lan- 


guages spoken by youngsters at home, particularly in large urban districts. 
For example, in the fall of 1978, the Houston Independent School District 
conducted the required language survey. Ninety-eight different languages 
were found to be used by the learners who would be coming to school. 
When subsequent analysis revealed several of these to be dialects of the 
same language, the number was reduced to eighty-nine distinct lan- 
guages. These languages included Romany, Tagalog, Yiddish, Arabic, Ar- 
menian, and Punjabi. 

The diversity of first languages has produced great staffing and mate- 
rials problems for school districts. For example, how many teachers are 
there who are both certified and fluent in Punjabi or Armenian? Meeting 
the requirements for mandated bilingual education has been very difficult 
for districts where there are groups of people speaking languages that few 
teachers know. This problem appears certain to remain a difficult one for 
local school districts in the years ahead. 

In conclusion, bilingual education and the whole concern about multi- 
culturalism must be thought of as a manifestation of a more general trend 
in education. This trend seeks to go beyond the long-standing rhetoric 
about “meeting individual differences” and, in fact, to take specific actions 
that will lead to appropriate educational experiences for all learners. 


Sex Discrimination 


In recent years, a good deal of civil rights activity has focused on sex 
discrimination, particularly against females. One of the cornerstones of 
this movement is Title IX of Public Law 92-318, Education Amendments 
of 1972. This legislation prohibits discrimination based on gender. The 
opening sentence reads, “No person in the United States shall, on the ba- 
sis of sex, be excluded from participation in, be denied benefits of, or be 
subjected to discrimination under any education program or activity re- 
ceiving Federal financial assistance.”* À 

Though most people think of Title IX as it relates to athletic programs, 
the law clearly is directed at sex discrimination in any educational pro- 
gram or activity. It has prompted great debate in the educational com- 
munity. In order to clarify the intent of the legislation, numerous court 
actions have been filed. Opinions have shown no dear and certain direc- 
tion, and both opponents and proponents of federal action to prevent sex 
discrimination have been elated at some times and frustrated at other 
times. 

Analysts have pointed out that in one sense, this legislation seems to 
run counter to a number of court decisions made in earlier civil rights 


*United States Statutes at Large, 1972, Vol. 86 (Washington, D.C.: Government Printing 
Office, 1973), p. 373. 
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SEXISM IN THE SCHOOLS 


Title IX has placed an intolerable burden on public education. It is an- 
other example of the federal government caving into pressure groups with 
little regard for the implications of legislation for public schools. We are 
being told now that athletic money must be allocated for girls’ programs 
on the same basis as it is allocated for boys’ programs. But, girls’ programs 
draw very few spectators, They simply do not pay their own way. If girls’ 
athletics made money on the same basis as boys’ programs, then a case 
could be made for equalizing athletic expenditures for both sexes. But 
that not being the case, a requirement that as much be spent on girls’ 
athletics as on boys’ athletics is going to have devastating consequences for 
school budgets. In the end, both boys’ and girls’ programs may be hurt. 


Let’s Ponder 
Read the paragraph above. Then, respond to the following questions. 


1. Is it logical to assume that increases in expenditures for girls’ 
programs will come at the expense of boys’ programs? Why, or 
why not? 


2. Some argue that better girls’ programs will attract, in time, more 
spectators to girls’ athletic contests. How do you react to this 
contention. 


3. Does Title IX, in your view, represent an irresponsible intrusion 
of federal authority into the affairs of the public schools? Why, 
or why not? 


4. Some have argued that even without Title IX girls’ athletic pro- 
grams would have come in for more monetary support as time 
went on. Do you agree? Why, or why not? 


5. Do you foresee more or less emphases on women’s athletics in 
public schools in the years ahead? What evidence supports your 
position? 
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cases. While the “separate-but-equal” doctrine has been declared uncon- 
Stitutional by the courts in cases involving racial segregation, Title IX 
seems to suggest that “separate-but-equal” may be an acceptable doctrine 
when applied to sex discrimination cases. 

In summary, the final history of Title IX has yet to be written. Court 


cases continue to refine the meaning of the legislation. It is clear, however, 
that the law has had an impact on sex discrimination in school programs 
and activities. Doubtless, future court decisions will result in more changes 
in this general area. 


Education for Handicapped Students 


Another focus of the civil rights movements has been education for 
handicapped learners. In 1971, the Pennsylvania Association for Retarded 
Children brought a suit against the state for an alleged failure to provide 
retarded children with an appropriate public education (Pennsylvania As- 
sociation for Retarded Children v. Commonwealth of Pennsylvania, 343 F. Supp 
229 [1972]). A year later, a suit was brought in the District of Columbia on 
behalf of all out-of-school handicapped children. In this case, it was 
charged that children having a variety of handicapping conditions were 
denied access to public education. In both the Pennsylvania and the Dis- 
trict of Columbia cases, the courts ruled that all children, regardless of any 
handicapping condition, enjoy a right to a publicly supported education. 

Court decisions were buttressed by the Education Amendments of 1974. 
(U.S. Congress, Public Law 93-380, Education Amendments of 1974). Title 
VI-B of this legislation required state education agencies to submit to the 
U.S. Commissioner of Education long-range state plans for providing ed- 
ucational services to all handicapped children. 

Another relevant piece of legislation was the Education of All Handi- 
capped Children Act (P.L. 94-142). This act required that “a free appro- 
priate” public education be provided for all handicapped children between 
the ages of three and eighteen in each state, to begin not later than Sep- 
tember 1, 1978. This act not only specified a deadline for compliance but 
also stipulated that handicapped youngsters were to be educated in the 
“least restrictive environment.” This requirement led to what has come to 
be termed mainstreaming. ; 

Mainstreaming refers to the effort to educate handicapped learners in 
regular classrooms to as great an extent as possible. They may spend part 
of the day in special instruction to meet unique needs, but wherever pos- 
sible, they are to work alongside regular youngsters in regular classrooms. 

Public Law 94-142 also called for the required involvement of the par- 
ents of handicapped youngsters in decisions about the kinds of educa- 
tional settings their youngsters would experience. The act requires an 
individualized educational plan (IEP) to be worked out for each handi- 
capped learner in a cooperative planning effort involving the parents and 
trained school people. Further, there is a proviso for periodic assessment 
of the progress of each handicapped learner. ae 

Some assumptions underpinning Public Law 94-142 are similar to those 
supporting efforts to use the schools as a vehicle for promoting racial in- 
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tegration. First of all, it is presumed that an education characterized by 
classrooms that enroll a great diversity of individuals will lead to greater 
tolerance and understanding of differences among individuals in the so- 
ciety at large. Second, there was a suspicion that special programs for the 
handicapped may have been as deficient as special schools for blacks in 
days when segregated schools were common in certain areas of the coun- 
try. There was some evidence, too, that a disproportionate number of 
minority youngsters were in special classes. This imbalance led some to 
conclude that some placement decisions had been made on the grounds 
of racism rather than the existence of legitimate handicapping conditions. 

The passage of Public Law 94-142 has put new pressures on teacher 
preparation programs. Additionally, special efforts have had to be mounted 
to reach in-service teachers. Today very few teachers have had special 
training in teaching youngsters with handicapping conditions. To respond 
to this situation, many school districts have had to provide in-service pro- 
grams to provide teachers with some expertise in dealing with youngsters 
who are now part of their regular classes because of the requirements laid 
down in Public Law 94-142. Colleges and universities have adjusted 
teacher preparation curricula to provide prospective teachers with some 
basic information about mainstreaming handicapped youngsters. 

At this point, the profession is still somewhat confused about how best 
to respond to Public Law 94-142. Many teachers are very concerned about 
their lack of formal preparation to work with handicapped learners. In 
some places, these concerns have resulted in serious teacher morale prob- 
lems. The rapid developments in the area of serving handicapped young- 
sters have created a number of problems for educators at all levels. It is 
clear that these problems will be a focus of professional concern for some 
time to come. 


During the late 1960s and throughout the 1970s, a series of events acted 
collectively to shatter public confidence in numerous institutions. One crit- 
ical event was the unpopular Vietnam war. To many, the government 
during this difficult period appeared unwilling to respond to citizens’ con- 
cerns. The handling of dissent during this period tended to diminish pub- 
lic confidence not only in the national political leadership but in the 
military establishment, the FBI, the CIA, and state and local police agen- 
cies as well. 

Not long after the war ended, the Watergate scandal erupted. For 
months, the public was greeted by almost daily revelations of corruption 
at the highest levels of government. When it was all over, confidence in 
many government institutions was at a very low ebb. The exploding 
Prices of petroleum products, the tightening energy supplies, and the 
Soaring rates of inflation further challenged the integrity of many tradi- 


tional institutions. Education was not immune from an escalating public 
skepticism. Indeed, education may have been more vulnerable than other 
major institution in that public displeasure could be expressed directly by 
negative votes on school tax levies of various kinds. 

Although criticism of education may have become more common in re- 
cent years, there is nothing new about it. Throughout our history, edu- 
cation has received its share (some would say more than a fair share) of 
blame for social ills. It may well be that criticism has resulted because pub- 
lic expectations of what the schools could do have been unreasonably 
high. Some have seen education as a solution for every social problem. 
Frequently—perhaps too frequently—educators have willingly appeared 
to accept the responsibility for solving social problems well beyond the 
capacity of the schools. When racism, poverty, crime, unemployment, and 
other social problems have persisted, perhaps it should not have been sur- 
prising that vocal members of the public have charged the schools with 
failing to discharge their responsibilities. After all, didn’t a good many ed- 
ucators seem to suggest that education could take care of these problems? 
It may well have been better for education’s reputation if educators had 
made no commitments about the schools’ capacity for solving deep-seated 
social problems by themselves. 

Education may have become an especially tempting target for public 
criticism in an era of general suspicion of traditional institutions because 
of the generally modest social esteem of educators. It is regrettably true 
that a good many people feel that a person does not need to know very 
much to be a teacher. Teaching has not been viewed as a rigorous profes- 
sional discipline demanding a high level of intellectual ability. Further, 
there is a tendency for some people, at least, to feel that they are educa- 
tional “experts” because they have spent time in public schools and 
“know” what good teaching is. Given that the vast majority of adult 
Americans have been educated in public schools, this view would appear 
to make everyone (or nearly everyone) an “expert.” Perhaps this fact ac- 
counts for the willingness of large numbers of people to go public with 
critical comments about the schools. À 

For whatever reason, schools as important social institutions are being 
subjected to a public scrutiny that appears to have grown increasingly crit- 
ical in recent years. Today there is no unshakable consensus that schools 
are doing “good things” or that all teachers are commendable role models 
for young people. People contemplating a career in education must have 
the intellectual toughness to enter a profession that seems to be less uni- 
versally admired than formerly. They must be prepared to demonstrate 
the merit of what they are doing to a skeptical public whose faith in ed- 
ucation is no longer a “given.” 
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eT 
PUBLIC DISENCHANTMENT WITH THE SCHOOLS 


Schools fail to lead. Schools only react. They never initiate. They are 
simply creatures of established authority. They do not adapt quickly 

to changing conditions. The tend to promote the values of those in power. 
Political power tends to be vested in the middle-aged and in the conserva- 
tive. Therefore, schools tend to reflect the values of these people. Little 
wonder then in an age when television can galvanize the public in a matter 
of days behind a given issue, that schools have been seen as “out of touch.” 
They are stodgy. They are slow. They are nineteenth century institutions 
in a twentieth century world. How then can they merit respect? 


Let’s Ponder 
Read the paragraph above. Then, respond to the following questions. 


1. Do schools lead, or do schools follow? Provide some evidence 
for your answer. 


2. To what extent are schools a simple reflection of a middle-aged 
conservative “establishment?” What evidence supports your 
answer? 


3. Are schools out of touch? If so, how? If so, why? 


4. Is it ever possible for schools to please the “public?” Why, 
or why not? 


5. Are schools nineteenth century institutions in a twentieth 
century world? Why, or why not? 


6. The writer of the paragraph seems to imply that schools are 
generally run by conservatives. Does this mean that conserva- 
tives are not among those criticizing the schools? Why, or why 
not? 
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In recent years, learners’ scores on national achievement tests and on 
college entrance examinations have dropped. Much publicity has been 
given to cases where students have received high school diplomas and yet 
have been unable to perform tasks such as filling out simple employment 
forms. Schools have been sued for malpractice by students who have con- 
tended that schools have failed to provide them with the knowledge and 
skills necessary for success in the adult world. These episodes have re- 


sulted in an increasingly critical public assessment of public education. A 
number of critics have suggested that schools should be made more “ac- 
countable.” By accountable they mean that schools ought to demonstrate 
that youngsters are learning something in exchange for the tax money ex- 
pended to support them. 

In addition to declining test scores, another force supporting the growth 
of public enthusiasm for accountability has been the growing militancy of 
teachers. During the late 1960s and throughout the 1970s, great changes 
took place in teacher/administrator relationships. In many places, collec- 
tive-bargaining laws were passed. Teachers’ strikes became an annual 
event of early fall. 

Though some positive benefits accrued to teachers as a consequence of 
the spread of collective bargaining, a good deal of negative public opinion 
toward teachers developed as a by-product. For individuals who were al- 
ready suspicious of teachers, the strikes confirmed a hunch that teachers, 
whom they may have considered dedicated public servants in the past, 
were really self-serving individuals whose major interest was money. 
While this is perhaps an oversimplified view, this reaction to teachers’ 
willingness to participate in strikes came to be held by a very large seg- 
ment of the taxpaying public. It may have been an unfortunate accident 
of history that the growth in teacher activism occurred as public doubts 
surrounding the Vietnam war and the Watergate affair had begun to un- 
dermine confidence in many traditional institutions. Had teacher activism 
grown up during another period, demands for more adequate compen- 
sation and working conditions might have been seen in a more positive 
light. That, however, is speculation. What did result was a widely held 
conviction that teachers were demanding more money at the very time 
that youngsters were learning less in school (witness the declining test 
scores). This conclusion fueled enthusiasm for teacher accountability. 

The net result of the demand for accountability has been the establish- 
ment of a new public environment for education. Simply stated, the public 
no longer accepts a condition characterized by (1) increasing educational 
costs and (2) declining learner scores on measures of academic perfor- 
mance. Accountability is an expression of the public's demand that evi- 
dence be provided demonstrating that education and educators are giving 
the taxpayers “their money's worth.” 

Perhaps not surprisingly, it has been easier to express a need for ac- 
countability than to develop procedures that assure accountability. A cen- 
tral issue has been identifying those things for which the school is 
uniquely responsible. For example, learning by individual youngsters may 
be influenced by the attitudes of parents, by nutrition, by study conditions 
at home, and by many other variables beyond the direct control of edu- 
cators. Should teachers be expected to produce learning when nonschool 
variables do not appear conducive to learning? This is a most difficult 
question. It is one that continues to be widely debated. And it is an issue 
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for which no early answer is anticipated (if, indeed, the question can be 
answered once and for all). 

The eventual impact of the accountability movement cannot be pre- 
dicted at this time. The issue is very much alive at present, and we lack 
the historical perspective necessary to assess accountability’s influence. 
But it does seem clear at this early time that the movement has had some 
positive and some negative influences on public education. 

On the positive side, accountability may have improved the instruc- 
tional practices of teachers. Concerned about what learners have been tak- 
ing away from their classroom experiences, teachers have paid increasingly 
close attention to the design of classroom lessons. For example, we know 
that more teachers today are using specific learning objectives as they plan 
for instruction. These objectives, stated in terms of what learners ought to 
be able to do after they have been taught, have helped teachers design 
learning experiences that in fact will provide youngsters with the infor- 
mation and skills necessary to meet these objectives. The use of objectives 
is just one manifestation of an increasing tendency for teachers to design 
instruction systematically. Certainly a good deal of teachers’ professional 
growth has been occurring in the instructional design area, and much of 
it may well have been prompted by the accountability movement. 

Some benefits, too, may have accrued to schools because of careful def- 
initions of the areas of school responsibility that are now being attempted 
as a consequence of pressures brought about by accountability. As noted 
previously, there is no consensus regarding what schools ought to be re- 
sponsible for, but individual schools and school districts have made deci- 
sions that tend to restrict the school’s responsibility to what it might have 
some reasonable expectation of achieving. In particular, there seems to 
have been a movement away from school people’s willingly attempting to 
solve all social problems. Increasingly there has been a recognition that 
schools, if they are to be held accountable, must not let themselves be held 
responsible for resolving social ills that have stumped the ingenuity of the 
entire society. Instead the districts tend to agree to be accountable for the 
more traditional “educational” issues, such as basic academic subject mat- 
ter and citizenship. Teachers have training in dealing with such issues. 
Accountability may have provided them an opportunity to demonstrate 
their expertise in those areas where they are most likely to succeed. 

On the other side of the ledger, some have felt that the accountability 
movement has had a stifling effect on innovation and change. The feeling 
is that since youngsters’ test scores have frequently been suggested as a 
means for determining whether or not teachers have been “accountable” 
in discharging their responsibilities, then a good deal of teaching may be 
being directed at the specific kinds of questions typically asked on the 
tests. Critics suggest that tests rarely measure mental abilities requiring 
much more than memory. As a consequence of accountability and the use 


of these tests, many teachers may be deemphasizing innovative and cre- 
ative responses from youngsters. 

Even presuming that there were no impact on the instructional tech- 
niques used by teachers, some critics allege that the testing and the re- 
porting of test results may sow even more disaffection with the schools 
than exists now. Many of these critics believe that the public in general 
has a poor understanding of some of the technical aspects of testing. For 
example, many test results are reported in terms of percentiles. If a young- 
ster scores at the fiftieth percentile, that means that half scored higher and 
half lower than he or she. To someone unfamiliar with percentiles who 
may recall the scoring of teacher-prepared tests in percentages (not percen- 
tiles), a fiftieth-percentile score may seem to imply that the youngster did 
very poorly, that he or she answered only half of the items correctly. It is 
quite likely this was not the case. If, for example, the median score on a 
test was 90, then a score of 90 would mark off the fiftieth percentile. 

Additionally there may be confusion when a district tests youngsters 
and the newspapers report that the average score of local youngsters fell 
below “the national average.” The term average means that the scores of 
half of the youngsters in the country are below that figure. But many cit- 
izens apparently are not aware of this situation, and schools frequently 
get complaints that all youngsters should be above the national average. 
This, of course, is an impossibility. It would be theoretically possible for 
all youngsters to improve, but improvement would simply generate a new 
and higher average. Half of the youngsters would fall below this mark 
and half above. 

Though critics of the use of standardized tests to evaluate the extent to 
which educators are being accountable have been very vocal, still such 
tests are widely used. Some supporters of accountability see criticisms of 
such testing merely as a dodge by certain educators who wish to avoid 
any kind of judgment based on learner attainment. Though the final out- 
come of discussions between proponents and opponents of standardized 
tests as measures of teacher effectiveness is by no means clear, it seems 
fair at this time to suggest that the tide seems to be running in favor of 
those individuals favoring the use of such tests. This conclusion appears 
warranted because of recent interest in a related form of testing, compe- 
tency testing, which has been authorized by a number of states and dis- 
tricts to determine whether youngsters should be passed on from one 
grade to the next. Some specific aspects of competency testing are intro- 
duced in the next section. 


Competency Testing 


Over the past twenty-five years, it has become a relatively common 
Practice to pass youngsters from one grade to the next on the basis of age 
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COMPETENCY TESTING 


Today, the competency testing enthusiasm is sweeping the land. Well 
over half of the states have some sort of competency testing legislation 
on the books. It is instructive to note that it has been necessary to go 
to legislatures to get the job done. School officials have failed to heed 
the groundswell of support for competency testing. By dragging their 
feet they have prompted people to go to legislatures where their voices 
cannot be ignored. Regardless of how it has been done, today at last 
America’s schools seem on the road once again to some semblance of 
academic respectability. 


Let’s Ponder 
Read the paragraph above. Then, respond to the following questions. 


1. Will competency testing assure “academic respectability?” 
Why, or why not? 


2. Will competency testing cause teachers to work harder on plan- 
ning lessons? Why, or why not? 


3. Will competency testing attract a more talented individual to 
the teaching profession? Why, or why not? 


4. What impact on youngsters do you expect competency testing 
to have on youngsters in the long run? Why? 


5. What is your own personal reaction to the competency testing 
movement? 


6. Twenty years from now would you expect more or less em- 
phasis on competency testing? Why do you say so? 
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rather than on the basis of educational attainment. Certainly there have 
been exceptions to this generalization, but by and large this pattern has 
attracted a wide following. This system has been termed social promotion. 
Social promotion became common for several basic reasons. First, some 
research studies indicated that retaining a youngster at a given grade level 
because of low achievement was not a productive strategy. All too fre- 
quently when this was done, there was no discernible improvement in 
youngster’s performance during the second year in the same grade. Fur- 
ther, some evidence was found that some unhealthy side effects were 


likely to result when a learner was required to repeat a grade. Many learn- 
ers in this situation were found to come out of the experience with a sense 
of personal failure and diminished self-esteem. 

Further, many teachers found it difficult to work with classes where 
youngsters’ ages varied widely. For example, assuming some youngsters 
had been held back once or twice since starting school, a sixth-grade 
teacher might have a class with learners varying from eleven to fourteen 
years of age. Because of the physical and social differences of youngsters 
of different ages, supporters of social promotion felt it best to move 
youngsters through school systematically in age-based groups. Though 
youngsters would vary greatly in terms of their understanding, it was pre- 
sumed that teachers would be skilled enough to individualize their in- 
struction to accommodate these differences. 

Critics of social promotion questioned the ability of teachers to vary in- 
structional practices to meet the specialized needs of groups of youngsters 
varying greatly in their level of academic achievement. Concerns about 
social promotion accelerated during the 1970s. During this time, more and 
more people became concerned that because of social promotion, young- 
sters could graduate from high school and receive a diploma without mas- 
tering basic content and skills. Rising out of this concern was the “minimum- 
competency testing movement.” 

The basic assumption of minimum competency is that basic content and 
skills can be specified. Further, it is assumed that they can be measured 
by a carefully developed test. Advocates of minimum-competency testing 
propose that such tests be used to determine whether or not an individual 
who has completed high school should be awarded a diploma. A number 
of states and districts have adopted minimum-competency testing. The 
tests are given some time prior to graduation. Those who fail are placed 
in a remedial program to remedy deficiencies. The tests must be passed 
before a diploma will be awarded. 

At this writing, over thirty states have passed minimum-competency 
requirements of some kind. Similar legislation was being discussed or con- 
sidered in most other states. Clearly the idea that a high school diploma 
should mean something in terms of mastery of content and skills has cap- 
tured the collective enthusiasm of a broad cross section of the population. 

A number of justifications have been offered for competency testing. 
Some have seen it as a means of restoring “credibility” to the high school 
diploma. They argue that today diplomas represent nothing more than 
attendance. Properly, they argue, the diploma should assure some mini- 
mal levels of competence to employers. ; 

Others suggest that the establishment of minimum-competency require- 
ments will increase public confidence in the schools because (1) their in- 
stitution will suggest that schools are responsive to the desires of the 
public and (2) there will be available evidence that something tangible is 
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being obtained for the expenditure of school tax dollars. Other proponents 
suggest that learners will work harder in school as a result of a fear of not 
graduating if they do not pass the competency tests. Still others see com- 
petency testing as encouraging teachers to be more effective. They con- 
tend that competency tests will force teachers to do a better job of fitting 
their instructional practices to the special needs of individual youngsters. 

Competency testing, however, is not without its critics. A very basic 
difficulty involves identification of the content and skills that are essential. 
Once this has been accomplished, there remains the formidable task of 
designing valid and reliable tests to ascertain the performance levels of 
youngsters in these areas. The general issue of “fairness” has been raised 
by a number of individuals who have reservations about competency 
tests. They note that some evidence points to very high failure rates on 
the part of children from certain minority groups. “Aren’t such tests cul- 
turally biased?” they ask. There have been charges that the tests are tools 
of racists and majority-culture elitists. 

Other critics question the use of competency tests as motivational tools. 
They wonder whether the tests really motivate youngsters or whether 
they lead only to learner frustration, cheating, and other efforts to subvert 
the system. Another group of opponents questions the limited range of 
competency tests. Even assuming that good and valid tests are devised, 
they sample only a small portion of what youngsters experience in school. 
There is some doubt in the minds of these critics about the wisdom of 
making judgments about the worth of a given school’s programs based 
only on the scores of youngsters on competency tests. 


Back to the Basics 


Another dimension of the accountability movement has been the pres- 
sure for schools to go “back to the basics.” The primary assumption of 
supporters of this position is that the school curriculum has been cluttered 
with too many weak and unnecessary courses. Typically these are referred 
to as frills. In general, proponents of back-to-basics allege that the empha- 
sis on frills has resulted in a decline in achievement scores in the more 
traditional or basic subject areas. 

Discussions about the back-to-basics movement have frequently become 
bogged down in disagreements concerning just what the “basic” subjects 
are. Though there is some consensus that reading, writing, and arithmetic 
are basic, others argue that such subjects as social studies, science, and 
physical education are basic as well. Even on those occasions when people 
have managed to agree on what the basic subjects are, there have been 
heated debates about what the content of these courses ought to be. 
What, for example, is the basic content of American history that every 
youngster must be exposed to? Few historians would come up with iden- 
tical lists. 


ee ES 


BACK TO THE BASICS 


Schools today try to respond to the whims of the tiniest pressure and 
interest groups. Black studies courses abound. Indian heritage studies 
are in many schools. Hispanics have their place in the curriculum in many 
areas, Business interests have succeeded in establishing vast and expensive 
vocational programs to prepare their workers at public expense in the 
schools. Advanced arts and crafts courses have proliferated. 


At the same time such traditional courses as Latin and European history 
have withered. Youngsters have naturally been attracted to the intellec- 
tually soft “frills” courses that have been allowed to spread like some un- 
stoppable contagion through the school program. Not only are these 
“frills” expensive, they short change youngsters by denying them exposure 
to rigorous courses that develop and challenge thinking skills. 


Let’s Ponder 
Read the paragraphs above. Then, respond to the following questions. 


1. Were there courses in your school program you would describe 
as “frills?” If so, how did such courses get started? Were they 


considered “frills” by everyone? 


2. Why do we see less enthusiasm for courses such as Latin today? 
Is this a good trend? Why, or why not? 


3. Are there ways to distinguish between courses that are “frills” 
and those that are not “frills?” How? 

4. Schools depend for their survival on money from the state. This 
money usually is paid to schools based on their enrollment 
figures. When enrollment declines, revenue declines. What 
impact on school budgets might a successful “back to the basics” 
movement have? (Assume elimination of most elective courses.) 


5. Some have said that supporters of “back to the basics” are in- 
tellectual elitists interested only in youngsters who will be at- 
tending colleges and universities. Do you agree or disagree? 
Why? 

6. Fifteen years from now would you expect more or less emphasis 
on the “basics” in schools? Why? 
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Some argue that back-to-basics will result in reduced responsibilities for 
educators. If they are to be held responsible only for the basics, then re- 
sources can be directed to those areas, so that the schools can do a better 
job in them than they may be doing at present. Proponents argue that 
other social agencies ought to pick up such responsibilities as teaching 
youngsters how to drive or preparing them for vocations. Given a nar- 
rower range of responsibiliites, some argue that educators’ tasks would 
become easier and simpler, were schools held accountable only for teach- . 
ing the basics. 

Countering the position of supporters of the movement, critics of back- 
to-basics suggest that such programs would result in high school gradu- 
ates poorly equipped to meet the needs of a complex technological society, 
Vocational programs, drivers’ education, art and music programs, and 
others have been developed in response to the diverse world that young 
people will enter on graduation from the nation’s high schools. Lacking 
preparation in a variety of areas, youngsters may be ill equipped to meet 
the challenges they must face as adults. 

Other critics of back-to-basics point out that such an orientation may 
work to the disadvantage of gifted and creative youngsters. An emphasis 
on the basics would very likely leave little room for electives and other 
enrichment experiences. Given a rather sterile school environment, these 
critics fear, many gifted and creative learners would be little motivated to 
stretch their talents to the maximum capacity. 

As the debate over back-to-basics continues, one sees clearly a strong 
thread of public dissatisfaction with education. The view that schools are 
never as good as “they used to be” finds expression in this movement. 
For educators, the back-to-basics movement sends a strong signal to ex- 
amine their priorities carefully in light of what a large part of the public 
seems to be saying schools ought to be. 

An implication for teachers of back-to-basics is that they must be able to 
defend the worth of the subjects they teach. They must be able to articu- 
late the “basic” relationship of their courses to the needs of society. No 
longer will the public accept and recognize the worth of all subjects in the 
curriculum merely because educators have decided to include them. Per- 
haps the diligent self-evaluations that are prompted by the concern for 
back-to-basics will result in improvements in school programs as educators 
seek to emphasize Program components that most clearly seem tied to real 
social needs. 


There is a strong tie between the back-to-basics movement and the tax- 
Payers’ revolt. Some have argued that many supporters of back-to-basics 
have used this issue as a stalking horse for the real objective of lowering 
Property taxes. By calling for emphasis on the “basics,” some say, they 


have asked for reduced funding for education by suggesting that schools 
should do fewer things. Presumably this reduction in the school program 
would result in a decrease in expenditures for schools and, hence, a de- 
crease (or at least a reduction in the rate of increase) of school taxes. 

Schools may be experiencing more of a tax revolt than any other public 
institution, perhaps in part because they are a relatively easy iarget. 
School budgets and building issues regularly require an affirmative vote 
by the electorate. Taxpayers’ frustrations stemming from the actions of leg- 
islatures and other governmental agencies that cannot be attacked directly 
have been taken out on the schools, where citizens have the right to vote 
“yea” or “nay” on money issues. In recent years, the incidence of “nay” 
votes on school issues has reached alarming proportions. Many school tax 
levies have failed to pass. Some districts have had to close schools for part 
of the school year because of insufficient funds. Teachers and other school 
employees have been dismissed in many districts. Large numbers of cur- 
riculum revision and development efforts (potentially costly activities) 
have ground to a halt. 

The taxpayer revolt has been one of several factors leading to frustration 
and anger among public-school teachers. Feeling powerless in their efforts 
to achieve some semblance of economic security, many teachers have be- 
come increasingly militant members of their professional organizations 
and unions. Teachers’ strikes have become almost an annual event in 
many parts of the country. 

Accompanying the growth in teachers’ militancy has been a growing 
polarization of teachers and administrators. Many teachers have come to 
see administrators as little more than front men for school board mem- 
bers—who, in the eyes of many teachers, do not have teachers’ interests 
at heart. In many districts, mutual distrust between administrators and 
teachers has made teaching a less desirable profession than it once was. 
Certainly extreme hostility between administrators and teachers does not 
exist everywhere, but in some areas, the situation has led large numbers 
of teachers and administrators to leave the profession. 

Teachers’ strikes and public arguments between administrators and 
teachers have been seen by some taxpayers as additional evidence that 
“something is wrong” with education. Increasingly they have come to the 
conclusion that they have not received a fair return on the tax dollars ex- 
pended on public education. In particular, they have been upset about the 
use of the property tax as an income source for schools. s 

Certain taxpayers’ groups have been very concerned about differences 
in property evaluations from one school district to another. Because of dif- 
ferent evaluations and different tax rates, the very same house in two dif- 
ferent districts could be assessed annual school taxes that vary by hundreds 
of dollars. In general, taxes in more affluent areas are higher than in less 
affluent areas. One consequence of this has been that relatively poor dis- 
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tricts have had less money to spend on schools than relatively rich dis- 
tricts. As a result, a number of court suits have been filed challenging 
property taxes as a source of school revenues. 

An important case in this area was the Serrano case of 1971. In Serrano 
v. Priest (5 Cal. 3d 584 [1971]), the court accepted the view that education 
is a fundamental right and that making the quality of an individual's ed- 
ucation dependent on the wealth of a school district was unconstitutional. 
The effect of this decision was to reemphasize the responsibility of the 
state for providing education to youngsters and to suggest that a form of 
financing be devised that would not discriminate against youngsters living 
in less affluent areas. Following the Serrano decision, a number of court 
actions were filed in other states. Efforts to dislodge property taxes as the 
primary source of school funds have met with mixed results. But the issue 
is still very much alive, and attempts to find alternative ways to pay for 
schools are being debated in a number of states. In general, efforts have 
been directed toward getting state governments to collect money and dis- 
tribute a like amount per learner to every school district in the state. Such 
a change may have both positive and negative implications for education. 

On the positive side, there may be a more equitable distribution of in- 
come to school districts. Differences among buildings and programs in 
districts should be reduced. With revenues coming from the state rather 
than as a result of local tax elections, school leaders may find that they 
have more time to develop curriculum and instruction, as they will not 
have to worry so much about preparing school-tax election campaigns. 

On the other hand, there is a possibility that funding coming directly 
from the state government rather than from a combination of state and 
local sources may result in more state control and regulation of local 
schools. Some foresee the establishment of a common salary schedule for 
all teachers in a state, more state control over curricula, and state involve- 
ment in other areas that traditionally have been left to local authorities. 

In addition to the Serrano case and the trend toward equalizing the 
funding for school districts, another key event in the movement toward 
the fiscal reform of education was the passage in California of Proposition 
13 in 1978. Proposition 13 placed a limitation on the tax-gathering author- 
ity of the state’s taxing districts. In effect, it put a lid on the amount of 
money that could be generated from property taxes. A good deal of the 
thetoric in the campaign that resulted in Proposition 13’s passage centered 
on the notion that there was a good deal of “fat” in school budgets and 
that reduction in money to the schools flowing from property taxes would 
not substantially weaken school programs. One consequence of the pas- 
sage of Proposition 13 was a curtailment of summer programs, evening 
courses, and teachers’ salaries. Many within education say its impacts 
have been devastating. Others suggest that education has not been very 
severely affected. The debate continues to rage. 


A more general impact of the taxpayers’ revolt and leveled (or even di- 
minished) rates of school funding may well be in the area of teachers’ se- 
lection and recruitment. Though critics, including taxpayers, have voiced 
a constant concern about “quality” education and “better” teachers, few 
have suggested that there might be a relationship between quality teach- 
ing and financial remuneration. But that relationship seems to be a very 
real and persistent one. Consistently the college undergraduates with the 
highest scores on scholastic aptitude tests select major fields where the 
beginning salary levels for college graduates are higher than those of be- 
ginning teachers. Although people certainly go into education for reasons 
other than salaries, if salary differentials are too wide, it may prove diffi- 
cult to attract quality people to teacher preparation programs. 

In the final analysis, however, it is well to return to the argument intro- 
duced at the beginning of this section. Is the taxpayers’ revolt really in 
support of “quality” education, or is “quality education” simply being 
used as a code phrase to cover a desire for the reduction of taxes? Al- 
though no one denies that Americans, particularly those in the middle 
class, have been ravaged by inflation in recent years, whether the best 
remedy lies in a reduction of support for school programs is by no means 
clear. However, in a time when many Americans feel that they are being 
helplessly buffeted by economic forces they do not understand, it may not 
be surprising that schools and any other vulnerable consumer of public 
revenues will be called to render a closely scrutinized account. That the 
taxpayers’ revolt may not yet have reached high tide is a fact that educa- 
tors may have to live with. 


=" 


The social and political issues of the larger society have a direct impact on 
education. Educational issues and problems cannot be discussed or solved 
without consideration of the issues confronting the larger society. 

Racial segregation in schools continues to be a perplexing social issue. 
Throughout history, the schools have been viewed as institutions capable 
of resolving important social issues. This may be an untenable expectation. 
It is likely that schools, as part of the large society, cannot solve these prob- 
lems until they are resolved in the society as a whole. 

Multicultural education is an important civil rights issue that has been ex- 
pressed as an emphasis within public education. Multicultural education 
seeks to overcome ethnic stereotyping in the curriculum, to provide ethnic- 
minority youngsters with a sense of self-worth, and to encourage the ma- 
jority culture to appreciate perspectives of minority cultures. ea lk 

4 Bilingual education developed largely because of court rulings indicating 
that learners who did not speak English as a native language were being 
denied equal treatment. Consequently schools have begun to offer instruc- 
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tion in the primary language of non-English-speaking youngsters until such 
time as those youngsters can use English with a facility equal to that of 
youngsters who speak English as their native tongue. 

5 Title IX of Public Law 92-318 prohibits discrimination based on sex. As a 
result, classes formerly open only to members of one sex have been opened 
to members of both sexes. Considerable confusion continues regarding the 
specific implications of Title IX in the areas of athletics and extracurricular 
activities. 

6 Recent legislation requires that handicapped learners be educated in the 
“least restrictive environment.” This means that where possible, handi- 
capped youngsters are to be educated in regular classrooms. 

7 In recent years, the public has become increasingly suspicious of many tra- 
ditional institutions, including the schools. This disenchantment has led to 
many movements, including support for “basics,” “accountability,” “com- 
petency testing,” and calls for budgetary belt-tightening. 

8 Diminished support for education may have a negative impact on the qual- 
ity of students in colleges and universities preparing to become teachers. 
Noncompetitive entry-level salaries for teachers may result in large numbers 
of students looking elsewhere for career opportunities. 


Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


1. Educational policy is influenced little by larger societal 
issues. 

2. In many instances, the patterns of residence of different ra- 
cial groups in American cities indicate the existence of de 
facto segregation. 

3. Multicultural education has been promoted as a means of 
developing understanding among members of different cul- 
tural groups. 

4. Bilingual education represents an attempt to force all learn- 
ers in schools to master two languages. 

5. Few districts have difficulty in meeting the requirements of 
legislation related to bilingual education. 

6. In “mainstreaming,” there is an attempt to educate the 
handicapped learner in the “least restrictive environment.” 

7. In recent years, there has been an escalation of public criti- 
cism of education. 

8. It is essential that educators take the public position that 
education can provide a solution for all the major problems 
facing our society. 


9. “Accountability” can have only a negative impact on school 
policies and programs. 

10. Competency testing has come about, in part, as a reaction 
against the problems created by the social promotion of 
learners. 

________ 11. “‘Back-to-the-basics” has become popular and is widely sup- 
ported by educators and school patrons alike because there 
is nearly universal agreement regarding what the “basics” 
are. 

_______ 12. Though sometimes critical of the schools, in recent years the 
public has almost never wavered in its willingness to pay 
taxes to support public education. 


The past several decades have proved difficult for public education. 
Civil rights activities have resulted in legislation meant to deal with prob- 
lems related to racial integration, multicultural education, sexism, and ed- 
ucation of the handicapped. Mandated changes in each of these areas 
have proved challenging and difficult for school leaders. Further com- 
pounding the difficulties has been an atmosphere of increasing public dis- 
trust of what the schools are doing. Increasingly this distrust has resulted 
in tightened budgets and expressions of public concern that educators 
have not always given an honest return on the tax dollar spent for 
education. 

These are difficult times for professional educators. They find them- 
selves caught among, a number of potentially incompatible forces. On the 
one hand, special-interest groups demand programs targeted for selected 
groups of youngsters. On the other hand, other groups suggest that the 
curriculum is already too fragmented and that schools should return to 
teaching a few “basics.” Educators are faced with a period when almost 
no decision will fail to alienate some important group of constituents. As 
never before, the profession demands people who are flexible and tough- 
minded, and who are able to articulate and defend a position. 
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This chapter provides information to help the reader to 
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Identify several reasons that motivate people to go into education and to 
remain in the profession. 

Recognize the diversity of teaching situations and realize that this variety 
provides opportunities for teachers with a variety of personal interests to find 
positions compatible with their own priorities. 

Identify both the positive and the negative characteristics of teachers’ roles. 
Begin to take stock of his or her own motivations for considering a career 
in teaching. 

Note that an individual who might be a happy and competent teacher in 
one setting might be an unhappy and only marginally effective teacher in 
another setting. 


Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


1. Few teachers can identify a single factor as the feature of 
teaching that got them into the profession or that maintains 
their interest in the profession. 

2. It is very uncommon for secondary-school teachers to enter 
teaching because of a love of the subject they will be 
teaching. 

3. For many teachers, contact with a group of colleagues who 
are educated and congenial is an important reason for re- 
maining in the profession. 

4. Many teachers are attracted to the profession because of the 
extended summer-vacation period. 

5. Some teachers say that they stay in teaching because the 
profession provides a great deal of variety from day to day. 

6. There is universal agreement that the profession of teaching 
attracts the top talent in our country. 

7. Teachers almost never mention their satisfaction with the 
“importance” of their work as a reason for staying in the 
profession. 

8. Because teaching conditions vary so dramatically from place 
to place, many new teachers find themselves working in an 
environment far different from what they had initially 
expected. 

9. Many teachers find themselves stimulated when young- 
sters master something that the teachers have worked hard 
to introduce. 


_____ 10. The changing of classes, the rounds of meetings, the dis- 
cussions with parents, and the constant potential of “activ- 
ity” provide a high level of interest for many teachers. 


Why teach? Why, indeed? The question is a good one. Certainly it mer- 
its serious consideration by anyone considering a career as a teacher. But 
like so many simple questions, the “why teach?” question has no simple 
answers. Teachers are complex human beings (as are we all). The condi- 
tions under which they work reflect a diversity that defies generalization. 
Given the differences among teachers and among their workplaces, the 
great Variety of reasons that teachers give when asked to explain their ca- 
reer choice is not surprising. 

For some teachers, love of the subject matter is the primary motivator. 
Many high school teachers, in particular, enter the field because they have 
been “turned on” by mathematics, history, biology, or some other subject. 
They hope to light some intellectual fires under new generations of young 
people. Others are interested in the personal development of young peo- 
ple as they grow to maturity. They feel that they can help these young- 
sters bridge the gap from childhood to adulthood with less pain than they 
themselves perhaps experienced. 

Still others find the variety that characterizes the teacher's day to be 
stimulating. They enjoy going to work knowing that each day will be dif- 
ferent. Some teachers find the nine- or ten-month school year attractive. 
While many must work during the summer, others find time for taking 
courses, traveling, and pursuing hobbies. 

Some teachers feel a social obligation as transmitters of the culture to 
upcoming generations. They derive deep satisfaction from their identifi- 
cation with the long line of professional educators who have assumed the 
responsibility for providing to the young their insights related to produc- 
tive citizenship. 

Some teachers enjoy working and socializing with other teachers. Col- 
leagues tend to be fairly well read, interested in people, and congenial. 
They tend to be warm and supportive. Many teachers’ best friends are 
drawn from among their co-workers. y 

Probably no single reason motivates any given person to select teaching 
as a career or to remain in the profession. For most people, the decision 
results from a consideration of a number of factors. Clearly, however, 
some factors are weighted more heavily in the decision than others. In the 
sections that follow, we will be considering a number of the reasons that 
teachers frequently cite for their commitment to their profession. These 
reasons should be regarded as representative but not as exhaustive. Given 
the diversity of personalities in teaching, it would be impossible to deal 
with all the reasons that prompt people to remain in the classroom. 
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As a beginning, it might be beneficial to take a look at how three indi- 
vidual teachers have made satisfying lives for themselves by fitting their 
own personalities into teaching situations that meet their own clusters of 
needs. Barbara Castanella teaches in a high school in an exclusive coastal 
community between Los Angeles and San Diego. Fenton Dragstedt 
teaches in a junior high school in a small town in the northern Midwest. 
Willard Stiles teaches primary grades’ youngsters in a school situated in 
the old central-city area of a large city on the Eastern Seaboard. 


Barbara Castanella 

Barbara’s alarm rings at 6:30. She rises quickly, looks out over the swimming 
pool at the center of her apartment complex, and pops a light breakfast into the 
microwave oven. After a hasty second cup of coffee, she gathers her school papers, 
locks the door to her apartment, and walks briskly down the steps and over to the 
breezeway where her car is parked. 

Slipping easily into her antique classic Morgan with the three-inch leather hood 
strap, she varooms her way out of the driveway and onto the palm-lined boulevard. 
Ten minutes later, she turns into the faculty parking area at Chester A. Arthur High 
School. From the lot, she walks through the elaborately landscaped grounds to the 
main entrance. She heads for the main office. 

As is her usual practice, she greets the secretaries, makes some small talk with 
other arriving teachers, and sorts through the materials in her box. Precisely at 7:30 
she is on her way to her room to prepare for the day. 

Barbara‘s biology classroom is tidy and attractive. Looking around, Barbara 
notes with satisfaction the gleaming microscopes in their brightly polished glass 
cases. The potted plants in the windows and the ferns draping gracefully below the 
macrame hangers are doing well. The starfish, shrimp, and echinoderms in the salt- 
water aquarium seemed to have had a good night. This quick review completed, 
Barbara quickly lays out the lab equipment her students will be needing. Scalpels, 
glass slides, and other paraphernalia are handled with the deft touch and the clear 
appreciation of the professional. 

Barbara Castanella considers herself both a biologist and a teacher. She has a 
master’s degree in marine biology and has begun doctoral-level study in the area. 
She finds biology exciting, and her mission in life is to ignite a similar enthusiasm 
in her students. Her greatest satisfaction in teaching comes when she converts a 
student’s mild interest in biology to an abiding passion. Among her most prized 
treasures are letters from former students who have gone on to do fine work in 
biology in colleges and universities. She is particularly proud of two former stu- 
dents who have Ph.D.’s in marine biology and teach the subject at major 
universities. 

For Barbara, love of biology and love of teaching are inseparable. She has some 
difficulty in keeping calm when some colleagues argue that “schools should teach 
students, not subjects.” She argues that subjects and students simply cannot be sep- 
arated. For Barbara Castanella, good teaching means teaching both subjects and 
students. 


Fenton Dragstedt 


Fenton Dragstedt’s alarm rings at 6 A.M. He gets up without disturbing his wife. 
Dressing quickly, he heads for the kitchen. He plugs in the coffee pot, listens for 


some reassuring percolating sounds, and opens the front door, where the morning 
paper lies waiting, 

From 6:00 to 6:30 is Fenton’s private time. Sometimes he works on school pa- 
pers. Sometimes he reads the newspaper. Sometimes he just drinks a little coffee 
and thinks. He relishes this time of morning as a needed “fortification for the day.” 

At 6:30, Fenton wakes his wife. She, in turn, rouses the twins. Erik and Jon are 
sleepy-headed thirteen-year-olds who grump their way out of bed only when they 
sense their mother’s voice has taken on its “I mean business” tone. By 6:45 or 
6:50, the family is seated around the breakfast table. Promptly at 7:10, Fenton 
gathers his schoolwork in his brief case and leaves the house for the six-block walk 
to school. 

Fenton Dragstedt’s family has lived in this community for four generations. He 
knows, personally nearly all of the parents of his students. In a good many cases, 
he knows or has known their grandparents and even their great-grandparents. On 
his way to school, he waves a familiar “hello” to the folks who've just come in 
from working “graveyard” at the canning plant and are gathered for breakfast in 
Ernie Johannsen’s place. Mike Fuller’s out on the walk this morning sweeping 
down the area in front of his Western Auto store. Fenton and Mike exchange a few 
words about the Vikings and about the soaring cost of home heating oil. Crossing 
the street, Fenton strolls through the square by the band shell and across the street 
on the other side. One more block and he turns into the walkway leading to the 
main entrance of Lincoln Junior High School. 

As he enters the main office, Fenton notices the large Elgin on the wall. 7:30. 
Precisely. Fenton notes with satisfaction that he is right on time . . . just as he is 
every day. After a quick check in his box, he goes down to the cafeteria. At 7:40, 
they let the early-arriving youngsters in. Fenton has charge of the early-morning 
activity program. He has arranged for a couple of television sets to be brought in. 
He found a Ping-Pong table at a rummage sale for five dollars and borrowed Mike 
Fuller's truck to bring that in. A number of checker and chess sets have been found. 
Fenton’s working on Coach MacMillan to let the youngsters shoot baskets in the 
gym in the morning. The coach is worried about his newly finished floor, but Fen- 
ton thinks he is “weakening” on the issue. Fenton remains in the cafeteria super- 
vising students until 8:15 when they report to their first classes. 

During the day, Fenton Dragstedt teaches three sections of eighth-grade Ameri- 
can history and three sections of seventh-grade English. At noon, he leaves the 
door of his room open and invites any youngster who passes by to drop in and 
chat. Fenton brings his lunch in a paper bag. Typically he eats a sandwich while 
he is talking to a student about football, mag wheels, bicycle frames, or any one 
of a hundred other topics. After school, Fenton works with the student council. 
Sometimes he gives a hand to the coaching staff. x 

Fenton Dragstedt is committed to his community. He senses great value in the 
stability that continuity over several generations has given to him and others in his 
family. He believes his role is to help youngsters toward self-understanding. When 
asked, he’s likely to say that teachers should help youngsters get interested in 
something: “I don’t care what it is, but something. If | can get them interested in 
history or English, that’s great! But if it turns out to be sports, or working on cars, 
or entering the county fair, well, that’s all right too. What we're about is training 
up young folks to be happy and contributing adults. My job is to give them the 
confidence and enthusiasm that comes from the pursuit of an important interest. | 
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think I’m helping to shape the kind of community that future generations of my 
family will want to live in. And, to me, that’s very important.” 
‘ 


Willard Stiles 

It’s 6 A.M., sharp. Hard rock pounds briefly out of the clock radio in the quick 
instant before Willard Stiles punches the stop button. Getting up, shaking his head, 
and stretching, Willard tries to get the circulation going. He enjoys his day but 
wonders to himself, “Why does it have to start so early?” Quickly dressing, he 
settles into the kitchen with a cup of instant coffee and some toast. On the table 
before him are a few papers he needs to go over before he can return the set to his 
class. He’d meant to finish last night, but he just didn’t have the energy. Working 
quickly, he makes comments on the few remaining pieces of work and stuffs them 
into his briefcase. At 6:30, he leaves his apartment and heads for the bus stop. 

The 6F bus pulls in at 6:38, right on time for a change. Willard gets on, requests 
a transfer, and settles down for the bumpy ride to Fort Point. At Fort Point, he 
catches the 10L bus for the dreary ride through the old central-city area. Passing 
by neighborhoods of decrepit apartments and boarded-up businesses, he arrives at 
his Thirty-first Street stop at 7:25. He leaves the bus and looks up at Banner Ele- 
mentary School. It is a three-story brick building, vintage 1890, set back slightly 
from the street on a “lawn” of pot-holed asphalt. A few youngsters are running 
around the building, though they won't be admitted until 8 A.M. 

Willard uses his main-door key, swings open the creaking oaken door, and 
strolls down the hall toward the office. Nothing much in his box today. Joe the 
principal and a couple of other teachers exchange some light comments. Then 
Willard heads to his second-floor room. On the outside of the door there is a for- 
mica sign that reads: “4th Grade—Mr. Stiles.” Willard enters his classroom, 
straightens up the bulletin board, and begins thinking through the structure of his 
day: reading, then social studies, then PE, then lunch, then science, then math, 
then art, and . . . finally . . . dismissal time. A tall order considering his youngsters. 

Willard has described his class as a “real United Nations.” He has blacks, Chi- 
canos, Chinese, Vietnamese, and other racial and cultural minorities. Most come 
from very poor families. Most are very deficient in basic skills. Many, though cer- 
tainly not all, do not receive a great deal of support at home to do well at school. 
It is probably true to say that a majority of Willard’s youngsters prize the “knowl- 
edge of the street’ more than the “knowledge of the classroom.” Willard often 
muses about what would happen if standardized tests assessed street knowledge 
rather than classroom knowledge. He says his youngsters would “blow the top off’ 
the norms in any such test. 

But Willard really doesn’t want such a test. In fact, his life is dedicated to con- 
vincing youngsters that street knowledge is limiting; it has value only in an im- 
mediate, localized area. But classroom knowledge, at least “good” classroom 
knowledge, has utility in a much broader arena. Willard sees his task as one of 
opening the eyes of his youngsters to the world beyond their inner-city neighbor- 
hood. He says, “These kids are not dumb. Many of them are very, very bright. But 
they just don’t see any need to ‘get good at’ school tasks. | see my job as providing 
a bridge between a world where success on school tasks means something and 
their world, where success is not always highly prized. | have lots of failures. Kids 
I worked with three, four, and five years ago are on the streets. Some already have 
a lengthy arrest record. But there are a few, too, who are developing into pretty 


decent people. | like to think I’ve had a hand in that. | like the heavy odds | work 
against here. It’s a challenge. You have to develop a high tolerance for losing be- 
cause there are lots of failures in a situation like this. But for me, the successes 
perhaps are even more appreciated because | know that they have come about 
against odds that most bookmakers would call a ‘long shot.’ ” 


Barbara Castanella, Fenton Dragstedt, and Willard Stiles all have differ- 
ent motives for continuing their careers in education. For Barbara, teach- 
ing has provided an outlet for her abiding interest in biology. For Fenton, 
working with young people has been a means of assuring continuity of 
values that he sees as basic to the kind of pleasant community that he 
wishes to maintain for future generations. For Willard, the pleasure comes 
from facing a challenge and “getting through” to some youngsters whom 
others might write off as “failures.” Certainly these capsulized statements 
of these teachers’ motives are somewhat simplistic. Clearly their satisfac- 
tion with their careers results from a cluster of factors. But it is probably 
fair to say that the motives mentioned are the primary forces maintaining 
their commitment to the profession. 

The motivations of Barbara, Fenton, and Willard represent only a small 
sample of those that prompt people to commit themselves to a career in 
teaching. In the sections that follow, a number of motives are introduced. 


When asked about their reasons for going into teaching and remaining 
in teaching, many teachers comment on their favorable impression of their 
conditions of work, both the physical environments within which they 
work and the kinds of people they work with. Some who have worked 
outside of education tend to be particularly vocal in their support of the 
idea that educators enjoy especially good working conditions. 


Arguments Supporting the “Nice-Working-Conditions” Motive 


Many teachers do indeed have very nice physical facilities to work in. 
Many newer schools are located on large plots of well-maintained land. 
The interiors are light and cheery. Further, since the buildings tend to be 
scattered throughout a community, ordinarily teachers can drive to work 
without having to get caught up in downtown-area traffic jams. Even 
many older buildings are well maintained. In many districts, the summer 
months witness a fever of activity as rooms are painted, floors are refin- 
ished, and all aspects of the physical plant are made ready for the fall. 
Schools, after all, are public property. Many districts, therefore, take care 
to see that their buildings and grounds are something in which the com- 
munity can take pride. 


Nice Working 
Conditions 
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SSS aan 
COMPARING MOTIVES FOR TEACHING 


Let’s Ponder 


Read the short descriptions relating to Barbara Castanella, Fenton 
Dragstedt, and Willard Stiles. Pay particular attention to their motives for 
teaching. Then, respond to the following questions: 


1. How would you distinguish among the motives given by Barbara, 
Fenton, and Willard for teaching? 


2. Do you tend to agree with the motives of any one of these in- 
dividuals more than the others? If so, which one? Why? 


3. Which one of these individuals has motives for teaching that are 
least appealing to you? Why? 


4. If one of these individuals was going to work with you as a 
member of a teaching team, which one would you prefer? Why? 


5. Do you think all of these people are responsible teachers? Why, 
or why not? 


FIGURE 7-1 


There is an autonomy in teaching that many people find appealing. 
Though there are occasional visits from principals and coordinators, by 
and large teachers spend their days unsupervised by others. When they 
close the door to their teaching area, they function as autonomous profes- 
sionals. Many teachers find this a very satisfying situation. In general, 
teachers have a good deal of freedom to develop their instructional pro- 
grams according to their own preferences. 

Many teachers report tremendous satisfaction in working with “high- 
calibre” people. In general, teachers are well educated, people-oriented 
individuals. Few are profane. Few remain long in the profession who 
have grating, unpleasant personalities. Many dress, if not stylishly, at 
least with some concern for personal appearance. In summary, a good 
many teachers live the ideals of the middle class. Many teachers find 
themselves very comfortable in working with people sharing these values. 

Though certainly there are exceptions, many teachers continue to have 
altruistic rather than materialistic motives. Many are truly dedicated to a 
life of helping others. Though salaries are not high, “rewards” tend to 
come in terms of self-satisfaction from helping youngsters develop. There 
is a community of common purpose that binds many teachers together. 
Many teachers derive a tremendous amount of psychological support 


from their relationships with colleagues who share their concerns for 
others. 

Because of tenure laws and because of tradition, few teachers get fired. 
Teachers who do a reasonably good job enjoy fairly high job security, 
which reduces the anxiety level of teachers (at least with respect to em- 
ployment security) below that of people following other occupations. 
Teachers tend to begin work under the assumption that they will be al- 
lowed to continue. This security provides teachers with a feeling that ad- 
ministrators are there more to help than to find fault. For many, this kind 
of atmosphere contributes to effectiveness in the classroom and builds a 
commitment to the profession. 


Arguments Refuting the “Nice-Working-Conditions” Motive 


Television and films have given many people a distorted image of 
school buildings and grounds. Though exceptions exist, still there is a 
tendency to depict schools in very affluent suburban areas. These educa- 
tional palaces with their multiacre campuses and half-million-dollar land- 
scaping scarcely typify most American schools. In fact, in an era of 
tightening budgets, the physical condition of many buildings and grounds 
is declining. In some areas, this has happened by design. Certain admin- 
istrators, sensitive to a taxpaying public that is ever-vigilant for evidence 
of spending for “frills,” have taken to cutting budgets for maintenance to 
provide a public impression that the money is being spent for instruction, 
not for building maintenance. In many places, a well-landscaped school 
ground has become a public relations liability rather than a public relations 
asset. 

Though many beginning teachers assume that they will have a great 
deal of autonomy in teaching their classes, frequently this turns out not to 
be the case. Because of the public demand for accountability, districts in- 
creasingly are standardizing their curriculum. This standardization means 
not only that districts are insisting that professional course-curriculum 
guides be developed for use throughout the district, but that teachers, in 
fact, follow the guides. Demands for the competency testing of youngsters 
seem destined to assure even more standarization of the instructional pro- 
gram in the future. If all youngsters in a district are to be assessed by a 
common test, then it is only natural that the district administrators will be 
interested in the instructional programs being used in the school class- 
rooms. This interest may well mean an increasing incidence of classroom 
visits by district administrators bent on monitoring the instructional prac- 
tices of classroom teachers. nee 

Television frequently depicts principals and teachers enjoying an easy, 
comfortable relationship. Often they engage in warm banter and convey 
the impression that a principal and a teacher are coequal professionals 
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dedicated to doing a good job with youngsters. In reality, this kind of 
warm and open relationship does not always exist. In some schools, the 
principals deliberately keep themselves at a personal and social distance 
from the teachers. They justify this behavior by pointing out that they are 
responsible for making the “difficult” decisions, and that when these de- 
cisions have to be made, it is best that they be made on the basis of evi- 
dence rather than on the basis of any personal friendship that may have 
developed between principal and teacher. 

Though teachers do enjoy considerable job security, administrators do 
have ways of dealing with teachers whom they view as “not pulling their 
weight.” For example, a high school teacher might be assigned classes re- 
quiring five separate preparations. An elementary teacher might be given 
groups of difficult, unruly children year after year. The simple legal pro- 
tections of employment that many teachers enjoy certainly do not ensure 
that the conditions of work will be pleasant. 

Though some teachers clearly are motivated by altruistic motives and 
are sincerely committed to helping others, many others do not have such 
motives. In every school, there are teachers who are “simply putting in 
their time.” A good number of these people may have outside activities 
or business interests that command the lion’s share of their enthusiasm. 
For many of these individuals, teaching simply provides a way of assuring 
a regular check at the end of the month. In a school with large numbers 
of such marginally committed teachers, new teachers cannot expect lively 
discussions in the faculty room centered on helping youngsters by im- 
proving school programs. In almost every building, teachers find certain 
of their colleagues less than congenial and less than committed to their 
profession. 


Lack of routine is cited by many teachers as a characteristic of teaching 
that they find particularly appealing. This characteristic appears with great 
frequency in the comments of teachers who worked as secretaries or in 
some highly routinized job such as a production assembly. Many teachers 
find the variety of experiences provided in teaching to be highly stimulat- 
ing and highly rewarding. 

This variety takes several forms. Clearly the diversity of youngsters in 
itself assures that no day will be a carbon copy of any other day. Too, 
teachers generally enjoy some discretion over what they do within each 
class period. Finally, there is a “season” to the school calendar of cocur- 
ricular and social events that changes with the months of the year. If a 
teacher begins to weary of youngsters’ endless discussions of football, 
there is solace in the knowledge that soon basketball, and then track, base- 
ball, and other spring sports will become the compelling enthusiasm. For 
elementary teachers, in particular, Columbus Day, Thanksgiving, Valen- 
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HOW YOUR OWN TEACHERS VIEWED THEIR PROFESSIONAL 
ENVIRONMENTS 


Let’s Ponder 


Think about your own elementary, junior high school, and senior high 
school. Now, try to imagine how those buildings were viewed by the 
teachers. Respond to the following questions: 5 


1. Were the physical facilities in these buildings of a type that 
teachers probably found attractive? Was there a place for 
teachers to get away from their classrooms and sit down with 
other teachers? 


2. How do you recall interpersonal relationships among members 
of the teaching staff? If you remember them as having been 
good, can you suggest what might have contributed to this 
situation? If you remember them as having been bad, can you 
suggest what might have contributed to this situation? 


3. How were relationships between teachers and administrators? 
Were teachers generally comfortable around administrators? Do 
you recall any teachers being clearly intimidated by administra- 
tors? 

4, What kind of people were most of your teachers? Were they 
really committed to teaching? Were they just putting in their 
time while their real interests were devoted to other things? 


5, Were the grounds around these schools well kept? Were schools 
attractive kinds of places to which teachers could point with 
pride? 

6. How would you feel about working with teachers in some of the 
schools you attended? What kind of a teaching staff would you 
most like to work with? 

FIGURE 7-2 


tine’s Day, and other holidays provide opportunities to “do something a 
little different.” 


Arguments Supporting the “Lack-of-Routine” Motive 


Many classrooms are very exciting places. Youngsters represent a cross- 
section of people that reflects the entire cross section of the school com- 
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munity served. They bring a tremendous diversity of interests, enthusi- 
asms, and competencies to the classroom. Where teachers establish an 
atmosphere in which youngsters feel free to get involved actively in the 
program, the teacher’s day will not be boring. 

In particular, many teachers receive continual stimulation from the com- 
ments of their youngsters. Recall that even seniors in high school have 
not had a great deal of experience in living. Youngsters in schools, re- 
gardless of their age, frequently make some truly “memorable” com- 
ments. Teachers with a sense of the humorous and incongruous find their 
days brightened by many of these remarks. For example, one of the au- 
thors, working with a group of seniors, noticed that the term feudal ap- 
peared on a number of pages in the reading. Thinking this might be a 
problem term for some youngsters, he asked if anybody could define it. 
A hand shot up: “That's a simple one. A ‘feudal society’ is one of those 
places where everybody in one person's family is fighting everybody in 
another person’s family.” A good guess . . . but no cigar. An elementary 
teacher friend of the authors reported her difficulty in suppressing a smile 
when a second-grader came up and said, “We learned a new song at 
church. A brand new one I bet you've never even heard of. It’s called 
‘Amazing Grace.’ ” Examples of this sort abound. The refreshingly inno- 
cent comments of young people are a constant delight to many teachers. 

Teachers do enjoy a good deal of flexibility in planning individual les- 
sons. This enables them to change the pace and modify materials to meet 
the special needs of their youngsters. There is a good deal of artistry in- 
volved in developing schemes that “get through” to some learners, and 
many teachers enjoy their freedom to design approaches that can get the 
job done. In accomplishing these objectives, teachers operate quite auton- 
omously. They are treated as professionals, and a good deal of faith is 
placed in their expertise. Many teachers draw deep satisfaction from the 
confidence that administrators place in them to do what is “right” for their 
young people. 

There is abundant change even within the school day itself. Assemblies, 
pep rallies, plays, band and orchestra recitals, and a number of other 
events take place during the school day at irregular intervals. After school, 
there may be building meetings, professional-organization meetings, and 
a number of recreational opportunities, including such activities as teach- 
ers’ bowling leagues and teachers’ volleyball teams. For teachers who seek 
them and need them, the profession offers a tremendous variety of 
experiences. 


Arguments Refuting the “Lack-of-Routine” Motive 


For all the talk about flexibility, teaching tends to ve a highly routinized 
profession. Teachers’ professional lives in many schools begin and end 


according to the dictates of the buzzer or the bell signaling class changes. 
If a lesson should take sixty minutes but periods are only fifty-five minutes 
in length . . . too bad. The lesson must give way to the rule of the clock. 
Cutting the day into periods of equal length makes program management 
easy. It may be that good learning has been sacrificed to administrative 
convenience. Certainly there is no indication that schools in large numbers 
are abandoning their heavy commitment to a schedule dictated by the 
clock. This commitment suggests that teaching cannot properly be thought 
of as a profession characterized by a lack of routine. 

Beyond the issue of clock time for classes, many other elements of the 
teacher's day are highly routinized. Attendance must be taken and re- 
ported every day. In elementary schools, a lunch count must be taken and 
reported. The same sequence of classes must be faced day after day. If 
Johnny Smith comes in making sarcastic remarks today with the ten 
o'clock group, it is certain that three months from now he will be walking 
through the classroom door at the same time. In elementary schools, re- 
cess occurs daily at the same time. Lunchroom duties, playground re- 
sponsibilities, hall patrol duties, and many other tasks appear with 
wearisome regularity at predictable intervals throughout the school year. 

The curriculum itself is highly predictable in districts with well-devel- 
oped curriculum plans. In many districts, teachers must treat topics within 
subject areas in a certain prescribed order. Little flexibility remains to them 
in this regard. In some elementary schools, a definite order is established 
by administrative decree for teaching subjects during the school day. Typ- 
ically reading is taught first thing in the morning. In many districts,teachers 
have no freedom to alter the prescribed subject-by-subject sequence in the 
elementary program. 

Many teachers find that learners vary little from year to year. After a 
number of years of teaching, some secondary-school teachers, in particu- 
lar, begin their classes by announcing to students that they have already 
heard “every excuse” for not getting assignments completed. In fact, some 
say that students’ excuses are so predictable that teachers enjoy sharing 
with one another any “new ones” students come up with. One high 
school teacher, a friend of the authors, reported his delight one morning 
in having a student tell him that he “really intended to bring the assign- 
ment in. It was done and was resting on the kitchen table. At the last 
minute, with a careless brush of the hand, the assignment was knocked 
to the floor. As luck would have it, the paper fell into the dog's milk. At 
that very moment, a younger brother opened the back door. The ravenous 
dog ran in, charged the milk bowl, and eagerly consumed the milk-soaked 
paper.” Truly a heartrending story - . - worthy of an F+. : 

Youngsters’ attitudes at various times of the year, according to many 
teachers, follow a highly predictable pattern. Generally they are easiest to 
work with in the fall. Then, as the winter holidays approach, they begin 
to get very excited about Christmas and the extended vacation. In ele- 
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mentary schools, in particular, youngsters become extremely excitable 
during the few days before their vacation begins. January and February 
are usually reported as “blah” times by teachers. Youngsters seem hard 
to motivate, and the prospect of any vacation-time relief from school 
seems hopelessly remote. Things pick up a little around spring-vacation 
time. Late spring, any time after April 15, is sure to witness serious out- 
breaks of “senioritis” in many high schools. Large numbers of seniors sim- 


HOW ROUTINIZED IS TEACHING? 


Let's Ponder 


Recall your own experiences in elementary school, junior high school, 
and senior high school. Then, respond to the following questions: 


1. Can you describe a typical day from your elementary school 
years? Your junior high school years? Your senior high school 
years? How much routine was there? 


2. To what extent do you think teachers had discretion to change 
routines while you were in school? What is your evidence 
that they did or did not have this discretion? 


3. Thinking about classes you had when you were in school, how 
much discretion do you remember teachers having had in 
deciding how classes would be organized and what would be 
taught? 


4. Did you have a system of buzzers or bells in schools you 
attended? If so, to what extent did these provide a sense of 
routine? Did times allotted for individual classes ever interfere 
with teachers’ abilities to cover material adequately? If your 
schools had no buzzers or bells, were there other ways to 
signal length of classes? 


5. Do you think your teachers felt each class of learners was 
different or that they expected each class to be “more of 
the same.” 


6. What is your view of teaching? Do you think there is a lack of 
routine as compared to other occupations, or do you think 
teaching is characterized by a high degree of routine? Why 
do you think so? 
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ply go through the motions in premature anticipation of walking across 
the stage to receive their diplomas. All youngsters become extremely ex- 
cited as the end of school approaches. Many schools require teachers to 
collect and turn in all books two or three days before school is dismissed 
in the spring. Those final two or three days, when youngsters are sup- 
posed to be productively occupied in school even in the absence of learn- 
ing materials, try the ingenuity of even very experienced teachers. 

While certainly there is some variety in teaching, in general the profes- 
sion is highly routinized. Patterns of learner behavior are quite predict- 
able. Procedures follow a fairly constant sequence each day. Even the 
curriculum itself may provide so much structure that little flexibility re- 
mains for the teacher. Given these conditions, it is perfectly understand- 
able that some teachers describe themselves as following the same rut year 
after year. 


Many teachers report that their commitment to the profession results 
from their belief that they are doing something very important. They 
sense a deep obligation as transmitters of the culture to new generations. 
In a complex, technically oriented society such as our own, teachers bear 
a heavy responsibility. They must produce young people who have the 
talent and the inclination to become contributing citizens accomplished in 
a number of important skills. Without competent teachers, the social fabric 
would be threatened. Large numbers of teachers take a good deal of sat- 
isfaction from their key position as conduits through which important at- 
titudes and understandings are passed on to the young. 

Though teachers are not particularly well paid, many surveys reveal 
teachers to be highly respected members of the community. Many teach- 
ers believe that this respect attests to the importance people attach to their 
profession. Concerns of parents about the progress of their youngsters in 
school reinforce the idea that what goes on in classrooms is important. 
Such signals that they are “doing something worthwhile” gratify many 
who have elected teaching as their chosen profession. 


Arguments Supporting the “\mportance-of-Teaching” Motive 


Is teaching important? Well, of course it is. There was a time when the 
necessary knowledge could be provided to the young by family members. 
But, as societies became more complex and division of labor more com- 
mon, it was impossible for individual family members to provide the 
range of information and skills young people needed to become contrib- 
uting adult members of the community. As the need for specialists was 
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recognized, the profession of teaching evolved. In our own country, teach- 
ing as a profession has assumed increasing importance over the past 
hundred years. Today, we have rigorous standards for teachers. We re- 
quire youngsters to attend schools. Dropouts become a matter of abiding 
public concern. Every signal suggests that teaching is indeed an “impor- 
tant’ occupation. 

In recent years, there has been an increasing demand for teachers to be 
“accountable.” This means that the public expects teachers to succeed in 
their attempts to teach important information to the young. Were teaching 
lightly regarded, there would never have been a ground swell of public 
support for the accountability movement. 

Teachers’ salaries today, while not lavish, certainly are much higher 
than they were in years past. These increases have come about because 
people have recognized that without adequate salaries, competent people 
will not be attracted to the profession. Today almost no one argues that 
“anybody will do” for a teacher. The public expects “quality people” to 
instruct the young, and progress is being made to provide salaries that 
will attract competent individuals. 

Increasingly schools are being recognized as important vehicles for so- 
cial change. Mention any social problem and someone is sure to say, 
“What is needed is better education.” Lawmakers at the federal and state 
levels have been active as never before in requiring schools to provide in- 
struction to populations of youngsters who, it is believed, have not always 
been well served. Action, too, has been taken to require schools to em- 
phasize subjects and topics that may have been skirted or ignored in the 
past. This interest by legislative leaders is a recognition of the important 
role that teachers play. 

Standards for teacher preparation are growing more rigorous. Further, 
once hired, teachers find themselves faced with obligations to “keep cur- 
rent.” Many states require teachers to complete work toward a master’s 
degree in order to keep their certification current. Others have in-service 
requirements that must be met as a condition of continued employment. 
All of these things reflect a concern for teacher quality. This concern sug- 
gests that teaching is clearly a profession that nearly everyone considers 
“important.” 


Arguments Refuting the “Importance-of-Teaching” Motive 


Is teaching important, really? Or is its alleged “importance” simply 
something that clever people have devised to make well-intentioned but 
not particularly capable individuals accept as an alternative to a decent sal- 
ary? Are teachers, in a sense, “paid” for belonging to an “important” 
profession rather than for their instructional services? If their instructional 
services were truly prized, wouldn't salaries be high enough to attract 
none but the best? 
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THE IMPORTANCE OF TEACHING 
Let’s Ponder 


Some argue that teaching is one of life’s most important activity. Others 
argue this point. They point out that teaching does not attract the most 
talented individuals in our society. Reflect on these positions as you 
respond to the following questions: 


1. From your own observations of conditions in schools you 
attended, what degree of importance would you say was attached 
to teaching in your community? 


2, What social status did teachers enjoy in your community? Do 
you think your community was typical? Why, or why not? 


3. Would we be better off if all teachers were drawn from people 
who scored in the top five percent of those taking the Scholastic 
Aptitude Test? Why, or why not? 


4. Do teachers undermine their own credibility by talking too 
much in terms of slogans such as “open education,” “meeting 
individual differences,” and so forth? Why, or why not? 


5. How important do you think teaching is? What evidence is 
there to support your position? 


FIGURE 7-4 


While teachers are accorded some respect, their social status does not 
begin to compare with that accorded other professionals. Physicians and 
lawyers, for example, tend to stand much higher in the social “pecking 
order.” Indeed, many people do not consider teachers professionals at all. 
How, they ask, can people with so little academic training—sometimes as 
little as four years of college—pretend to think of themselves as profes- 
sionals? Many see teachers as civil servants who do good and respectable 
work, but who are really rather ordinary kinds of people. 

The scores of people going into teaching on standardized tests tend to 
be lower, on the average, than the scores of people majoring in many 
other areas. Some argue that these scores indicate that teaching attracts 
intellectual mediocrities. If teaching were really important, they say, 
would not teacher preparation programs attract the very brightest students? 

Teachers above all tend to exemplify the values of the American middle 
class. They believe in the work ethic. They dress in conservative fashions. 
Politically they tend to occupy the middle of the road, with a slight shift 
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to the conservative side. They tend to be transmitters of information rather 
than creators of information. Teachers rarely break new ground in any 
area. Some argue that they do not do the important work of discovering 
new insights and producing new information. They simply pass on the 
work done by others to their youngsters. While certainly this is a valuable 
function, it does not begin to compare in importance with the contribu- 
tions of those who truly work on the frontiers of knowledge. 

Finally, teachers as a group are enchanted with high-blown phrases. 
They talk endlessly about such things as “individualizing instruction,” 
“reaching every child,” “open-concept instruction,” and “self-paced learn- 
ing.” Few are able to talk knowledgeably about what these things mean 
in terms of specific classroom practice. For many teachers, giving a famil- 
iar practice a fancy new name is enough. It gives them the illusion that 
they are doing something novel and important. The public is well aware 
of this charade. Consequently, when a new name is trotted out, most peo- 
ple nod a weary approval, well aware that nothing basic has really 
changed. Teachers are considered generally “nice” people. If they wish to 
pretend that their work is important or that “team teaching” or some 
other enthusiasm of the movement will save the world, well, that’s all 
right. No harm done in letting them have their fling. But most thoughtful 
people do not really see teaching as a serious, rigorous, “important” 
profession. 


“When I teach a youngster something, there’s something electric in the 
air.” That comment comes from a teacher whose greatest satisfaction in 
teaching comes from watching youngsters begin to grasp and understand 
what they are being taught. Many teachers report pleasure in observing 
youngsters’ self-confidence grow as they master material that they once 
thought to be very difficult. 

Many teachers themselves were eager learners in school. Many recall 
their own excitement as they began to grow confident in their understand- 
ing of new material. The hope of prompting their own learners to enjoy 
similar experiences motivates many individuals to go into teaching, par- 
ticularly people wishing to teach in high school who hope that the stim- 
ulation they derived from their college and university courses can be 
transmitted to high school students. 


Arguments Supporting the “Excitement-of-Learning” Motive 


To teachers who attach high value to the material they are teaching, few 
things in life are so satisfying as a group of youngsters who are beginning 
to understand what they are being taught. If the material is presented in 


an interesting way, they may get very excited. Hands may wave in the 
air. Shouts may punctuate the lesson. Eager discussion may follow. At the 
end of the day, in the eyes of the teacher, at least, the youngsters may all 
stand a little taller as they reflect on their new-found confidence. 

There is an important interplay between learners’ excitement and teach- 
ers’ performance. When youngsters do well, teachers find it gratifying. 
They are prompted to devote more time to the preparation of lessons. 
Many teachers report that they enjoy preparing for a class of responsive 
youngsters. Positive reactions from learners provide a very important psy- 
chological “payoff” to large numbers of teachers. 

When youngsters are content and doing well, then administrators and 
parents tend to be happy. This happiness may well be reflected in com- 
ments to the teacher about the high quality of his or her work. Thus the 
excitement of learning—a motive in and of itself—tends to generate other 
conditions that lead to teachers’ satisfaction. These conditions tend, in 
turn, to cause teachers to place an even higher personal priority on learn- 
ers’ enthusiasm for their program. 

Many youngsters like their teachers as people. They look up to them 
and admire them. This tends to be particularly true of youngsters in the 
lower elementary-school grades. Most teachers sense the positive feelings 
that youngsters have toward them. Many, particularly beginners, are con- 
cerned that such feelings may be lost if “things don’t go right.” When 
youngsters do well in their work and are excited about it, many teachers 
feel reassured that a foundation has been set for continued warm working 
relationships with the youngsters. Thus the excitement of learning be- 
comes very, very important. When it is there, teachers feel good about 
themselves and about their youngsters. For large numbers, the enthusi- 
asm generated by an excited group of learners represents the most im- 
portant reason for the continued commitment to education. 


Arguments Refuting the “Excitement-of-Learning” Motive 


If teachers choose to base their decision to remain in the profession on 
their ability to “excite learners,” then they will be disappointed. Certainly 
they will get through to some youngsters, but despite their best efforts, 
some youngsters will remain unenthusiastic. A few may be openly hostile. 
Given the tremendous cross section of humanity represented in many 
classes, it is unrealistic to presume that even the finest imaginable lesson 
will strike a responsive note with every learner. Teachers who set a stan- 
dard of reaching 100 per cent of the learners with every lesson are foreor- 
dained to fail. 3 

Some things that youngsters must learn in school just are not terribly 
interesting, but our society has decreed that they must know them. Cer- 
tainly imaginative teachers can devise techniques for presenting such in- 
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formation in ways that prompt some enthusiasm, but the truism remains 
that some topics simply lend themselves better to prompting learners’ in- 
terest than do others. A teacher who expects to have no more difficulty in 
interesting youngsters in one topic than in another is being unrealistic. 

Certain critics argue that by its very nature, some important learning 
cannot be “exciting.” They point out, for example, that youngsters can 
make little progress in mathematics unless they master the multiplication 
tables. Yet for most children, this mastery involves hard, slogging work. 
True, many youngsters perk up once they have mastered this material, 
but many are very discouraged and less than enthusiastic as they are 
going through the process of learning it. Teachers must expect that young- 
sters will not be “up” all the time. No matter how well presented, some 
will find certain topics a dreary experience at best. Teachers must prepare 
to accept occasional negative comments from their learners and to keep 
these comments in a proper perspective. A complaint today from a young- 
ster does not mean he or she has “turned off’ on the teacher or the 
course. Given a changed set of circumstances, the same person can be- 
come very much interested in what is going on in class. 

Producing learning experiences that excite youngsters is very hard 
work. The competition is stiff. Learners are conditioned to the polished 
performances of television actors who are backed by platoons of writers 
and technical directors. It is unrealistic to expect teachers who must work 
with learners every day to compete effectively with those once-a-week 
performers who transfix youngsters seated in front of a television screen, 
Given this competition, no teacher should base a commitment to the 
profession on his or her ability to excite and entertain youngsters. At least, 
teachers should not expect to accomplish this feat every day. To do so is 
to be committed to a “no-win” situation. 

Finally, it must be remembered that youngsters’ attitudes are condi- 
tioned by many factors outside the control of the teacher. Some may have 
terrible home situations. Others may work long hours after school. Others 
may be in trouble with the law. Any one of a hundred variables can influ- 
ence a learner's reaction to a lesson. Given this reality, it is not logical to 
hope to work continually in an environment where learners are excited 
about what the teacher is doing. 


The motives discussed in the preceding sections represent a small sam- 
ple of those given by teachers for staying in the profession. Any one of a 
number of other reasons might have been cited, but those included are 
reasonably representative. It should be remembered that almost no one 
becomes committed to teaching on the basis of a single factor. Likewise 
almost no one remains in the profession unless he or she finds a number 


of satisfactions in teaching. Some of these are prized more than others, 
but all contribute to the decision to remain or to get out. 

The important consideration for someone considering a career in edu- 
cation is the accuracy of his or her perception of the attractive features of 
the profession. If someone is going to teach, for example, because of 
“pleasant working conditions,” what evidence does he or she have that 
the working conditions are indeed pleasant? If there is an intention to be- 
come a teacher because teachers do important work, what evidence does 
he or she have that this statement is true? Individuals interested in becom- 
ing teachers need to consider not only their motivations but the accuracy 
of their perceptions. When perceptions are accurate, then the decision 
rests on reason. When inaccurate, it rests on fantasy. In the latter case, 
introduction to the real world of teaching may prove shocking and 
disappointing. 


_ 


There is no simple answer to the question “Why teach?” It depends on 
the inclinations of the individual involved. It may also depend on de- 
mands unique to a particular school situation. 

Many teachers go into teaching initially because of a love of their subject 

matter. This tends to be especially true of people seeking careers as high- 

school teachers. Others are interested in the personal development of chil- 
dren and see themselves as a “bridge” between childhood and adulthood. 

Many teachers say that they enjoy their nice working conditions. These 

include both the nature of the building they work in and the kinds of peo- 

ple with whom they associate during the day. 

Though some physical plants are very nice, others are not. Some districts 

view finely maintained buildings and grounds as a plus. Others view them 

assa political liability that may draw patron complaints that too much 
money is being spent on maintenance and not enough on instruction. 

Relationships between administrators and teachers vary enormously from 

place to place. Some teachers enjoy very open and harmonious relation- 

ships with principals. Others are intimidated by their principals and have 
as little contact with them as possible. 

Lack of routine has been cited by many teachers as a very important rea- 

son for their continuing to teach. This reason tends to be very high on the 

list of individuals who have worked as secretaries or in other jobs where 
they felt confined. 

7 Teachers do enjoy a good deal of flexibility in planning what goes on dur- 
ing a given class period. However, the curriculum may prescribe the order 
in which topics are treated and the materials to be used. Again, the degree 
of autonomy varies considerably from place to place. 

8 Many teachers find working with youngsters a stimulation in itself. Learn- 
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ers’ refreshing candor and unexpected comments make teaching a profes- 
sion unlike any other. Other teachers find that this novelty wears thin after 
a few years. They report that learners’ behaviors tend to fall into predict- 
able patterns. 

Views vary considerably with regard to the “importance” of teaching. 
Those supporting its importance, among other things, suggest that teachers 
are responsible for transmitting much of the culture to the young. Those 
questioning teaching’s importance point out that teachers command low 
salaries and that the profession may not always attract top talent. 
Individuals considering a career in education need to consider their own 
motives. Once these motives are identified, they need to check the ac- 
curacy of their perceptions of what teaching is really like. If, for example, 
they think they are going to be working in a “nice environment,” they 
need to see what the range of school environments is. Unless their per- 
ceptions are accurate, they may be bitterly disappointed when they begin 
their careers and confront the real world of the schools. 


Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


1. Few teachers can identify a single factor as the feature of 
teaching that got them into the profession or that maintains 
their interest in the profession. 

2. It is very uncommon for secondary-school teachers to enter 
teaching because of a love of the subject they will be 
teaching. 

3. For many teachers, contact with a group of colleagues who 
are educated and congenial is an important reason for re- 
maining in the profession. 

4. Many teachers are attracted to the profession because of the 
extended summer-vacation period. 

5. Some teachers say that they stay in teaching because the 
profession provides a great deal of variety from day to day. 

6. There is universal agreement that the profession of teaching 
attracts the top talents in our country. 

7. Teachers almost never mention their satisfaction with the 
“importance” of their work as a reason for staying in the 
profession. 

8. Because teaching conditions vary so dramatically from place 
to place, many new teachers find themselves working in an 
environment far different from what they had initially 
expected. 


9. Many teachers find themselves stimulated when young- 
sters master something that the teachers have worked hard 
to introduce. 

—__—— 10. The changing of classes, the rounds of meetings, the dis- 
cussions with parents, and the constant potential for “activ- 
ity” provide a high level of interest for many teachers. 


Teachers provide a bewildering variety of responses to the question 
“Why teach?” The range of answers is understandable considering the in- 
credible variety of schools in this country. Additionally, public schools en- 
roll a cross section of the entire population. Whatever diversity there is in 
the country is represented as well in the schools. 

Among the many characteristics of teaching that teachers mention as 
motives for staying with the profession are (1) nice working conditions, 
(2) lack of routine, (3) the importance of teaching, and (4) the excitement 
of learning. Examination of each of these four motives reveals that the 
profession is divided with regard to its accuracy in characterizing teaching. 
This division is not surprising, considering the diversity of our massive 
public education system. 

The lack of consensus regarding what factors teachers see as “true about 
teaching” points up the necessity for prospective teachers to do some se- 
rious investigating on their own. It is not enough for undergraduates 
seeking a career in education simply to think through their motives in an 
intellectual sense. They must go beyond this to check the accuracy of the 
perceptions they have about teaching. Given an accurate understanding 
of the real world of teaching, they will be prepared for what they find 
when they teach. But an inaccurate understanding may well precipitate a 
hasty decision to change to another occupation. 
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This chapter provides information to help the reader to 
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Identify the kinds of family backgrounds from which teachers tend to be 
drawn. 

Point out the major job-related concerns of elementary-school teachers and 
secondary-school teachers. 

Describe the levels of training of typical classroom teachers. 

Delineate the changes in the supply of and the demand for teachers over 
time. 

Describe American teachers in terms of the ethnic groups to which they 
belong. 

Point out the historical trends relating to male and female involvement in 
teaching. 

Suggest factors associated with changes in demand for teachers’ services. 


Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


1. The ratio of women to men in the teaching profession has 
stayed the same for the past ninety years. 

2. Traditionally, large numbers of teachers have had parents 
who were blue-collar workers. 

3. Today a man teacher is more likely than a woman teacher 
to have had a parent who was an upper-class or upper-mid- 
dle-class professional person. 

4. Both elementary- and secondary-school teachers identify 
discipline as one of the most important problems they must 
deal with. 

5. Even today, fully one quarter of elementary and secondary 
teachers do not have a bachelor’s degree. 

6. In the middle 1970s, less than one half of the new teachers 
who applied found teaching positions. 

7. There is evidence that the demand for teachers in the mid- 
dle and late 1980s may be higher than was the demand for 
teachers in the mid-1970s. 

8. In general, learners spend fewer days in school today than 
they did in 1900. 

9. At the secondary level, the pupil-teacher ratio is lower in 
the United States than in England. 


——___— 10. Though demand for teachers declined in the 1970s, the total 


number seeking work increased each year. 


Teachers are part of what may be the largest occupational group in the 
country. Including students, well over 60 million Americans are involved 
in education as their primary occupation. This figure includes between 3 
and 4 million classroom teachers. The importance of teachers’ work is re- 
vealed in the surprising statistic that nearly three in ten Americans are 
involved actively in the educational process (U.S. Department of Health, 
Education, and Welfare, 1978). 

The sheer number of teachers and their great dispersion throughout the 
country point to one obvious conclusion: tremendous differences are rep- 
resented within the total group of classroom teachers. Blacks, whites, 
Mexican-Americans, native Americans, and a host of other ethnic groups 
are found in the ranks of the teaching profession. Likewise teachers from 
urban, suburban, small-town, and rural areas are represented. Indeed, we 
might cite almost any characteristic used to categorize people and feel 
comfortable in saying that some people having this characteristic are 
schoolteachers. 

Yet for all this diversity, there are certain characteristics that tend to be 
more frequently represented among teachers than among others. Though 
there are great differences, a number of studies and statistics reveal the 
persistence of certain kinds of personal patterns and backgrounds among 
large numbers of teachers. In this chapter, we examine some of these pat- 
terns in an attempt to provide some general answers to the question 
“Who are the teachers?” 

In looking at characteristics of teachers, we will introduce information 
in subsequent sections focusing on the personal and family backgrounds 
of teachers, the employment situations of teachers, and the changes in 
demand for teachers’ services. 


Teachers’ Families 


One of the first systematic studies of teachers’ characteristics was con- 
ducted in 1911. This study revealed that most teachers were sons and 
daughters of native-born Americans. The fathers tended to be farmers or 
tradesmen (Rodgers, 1976). Few teachers came from families headed by 
upper-class or upper-middle-class professionals. 3 

The association of teachers with middle-class and lower-middle-class 
family backgrounds has been quite consistent over time. There is evi- 
dence, however, that somewhat small numbers of teachers have been 
drawn from families with these backgrounds in recent years. By the 1970s, 
the National Education Association (NEA) reported that about one half of 
the nation’s teachers continued to come from a blue-collar working-class 
or farm background, but that there was a trend for teachers to be drawn 
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more frequently from families of higher occupational status than previously. 

Today, the typical teacher is likely to be married. There is some evi- 
dence of a trend for teachers to marry other teachers. An NEA survey 
(1972) revealed that 17 per cent of all teachers were married to other full- 
time teachers. Given the general societal tendency for both husbands and 
wives to be employed, it seems likely that the percentage of teachers who 
marry and continue to work will rise in the years ahead. 


Male and Female Teachers 


Historically teaching has attracted varying percentages of men and 
women at different periods of time. Relatively large numbers of men were 
in the profession in the latter decades of the nineteenth century. The fig- 
ures for some specific decades are as follows: 


1869-1870 38.7% of teachers were males 
1879-1880 42.8% of teachers were males 
1889-1890 34.5% of teachers were males 
1899-1900 29.9% of teachers were males 


SSS SS ee ee 
(Data from National Center for Education statistics, Digest of 
Education Statistics, 1976 Edition (Washington, D.C.: Govern- 
ment Printing Office, 1977,) p. 36. 


After the turn of the century, the percentages of men in education be- 
gan a long decline. In the school year 1919-1920, for example, the per- 
centage of male teachers fell to only 14.1 per cent of the public school 
teaching force (National Center for Education Statistics. Digest of Education 
Statistics, 1976, p. 36). Salary conditions, alternative employment oppor- 
tunities, and the lower status attached to teaching positions contributed to 
the decline in the percentages of men in the teaching profession. These 
conditions were particularly influential in shaping the decision of married 
men with families to look elsewhere for their careers. 

From about 1920 on, there has been a general increase in the percentage 
of male teachers in the schools. By the mid-1970s, this percentage had in- 
creased to about 40 per cent of the total teaching staff. 

Historically there have been significant differences in how male teachers 
and female teachers have been distributed between elementary schools 
and secondary schools. Look at Figure 8-2. What differences do you ob- 
serve in the percentages of men and women in elementary and secondary 
schools at different times? 


ECONOMIC STATUS OF FAMILIES FROM WHICH 
WOMEN TEACHERS COME 


There is evidence that fewer teachers today are drawn from blue-collar 
working class and farm families than was formerly the case. Interestingly, 
there seems to be a difference in the typical social class background of 
men teachers and women teachers. Women teachers are much more likely 
to have had a parent who was an upper class or an upper middle class 
professional person. 


Let’s Ponder 


1. What reasons can you suggest to explain why women teachers 
seem more likely than men teachers to come from families 
where the parents are upper class or upper middle class profes- 
sional persons? 


2. Does this information suggest anything about how upper class 
or upper middle class people might view teaching as a profes- 
sion? Do you find anything sexist in the way they may be 
viewing teaching? Explain your conclusions. 


3. What changes in the teaching profession might have to occur 
before the numbers of men and women coming from upper class 
and upper middle class families become approximately the same? 
How likely is it that these changes will occur? What are the 
bases for your conclusions? 


4. Do you ever foresee a time when more men teachers may come 
from upper class and upper middle class families than women 
teachers? 


FIGURE 8-1 


Though it is somewhat hazardous to make guesses about the male-female 
makeup of the total teaching staff in the years ahead, several trends seem 
to be developing. First of all, there seems to be less tendency to identify 
individual occupational roles as being either predominantly “male” or 
“female” than in earlier time. Consequently there may be a trend toward 
more male teachers in elementary schools, particularly at the primary- 
grade level, where few have traditionally been employed. There may be 
some additional increase in female members at the secondary-school level, 
particularly in mathematics and the sciences, where traditionally, rela- 
tively few women teachers have found employment. However, the change 
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CHANGING PERCENTAGES OF MALE AND FEMALE TEACHERS 
EMPLOYED IN ELEMENTARY AND SECONDARY SCHOOLS 


Males 
Females 


Males 
Females 


1929-1930 1939-1940 1949-1950 
Elem. Sec. Elem. Sec. Elem. Sec 
9.8% 35.2% 11.0% 41.8% 8.8% 43.2% 
90.2% 64.8% 89.0% 58.2% 91.2% 56.8% 


100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 


1959-1960 1969-1970 1973-1974 
Elem. Sec. Elem. Sec. Elem. Sec. 
11.6% 51.3% 15.0% 53.2% 16.0% 53.3% 
88.4% 48.7% 85.0% 46.8% 84.0% 46.7% 
100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 


(Data adapted From National Center for Education Statistics. Digest of Education 
Statistics, 1976 Edition, Washington, D.C.: United States Government Printing 
Office, 1977.) 


Let’s Ponder 


N 


What general trends do you observe in terms of male and female 
teacher employment in elementary and secondary schools at 
these different time periods? 


How do you account, for the decline in the percentage of 
male elementary teachers in 1949-1950 as compared to 1939- 
1940? 


What factors do you think might have been associated with 
the decline in the percentage of female secondary school 
teachers between 1929-1930 and 1959-1960? 


If you were to project what these figures would look like for 
school year 1989-1990 what would the male and female per- 
centages be? What logic led you to this conclusion? What 
could happen that would make you want to adjust your pre- 
dictions at some later date (perhaps in two or three years)? 
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FIGURE 8-2 


at the secondary level is likely to be less dramatic than that at the elemen- 
tary level. Females already comprise nearly half of the total secondary- 
school teaching force. But males still represent a relatively small fraction 
of the total number of teachers employed in elementary-school programs. 


Selected Other Personal Characteristics 


Training of teachers. Tremendous progress has been made in the 
professional preparation of teachers in this century. As late as 1918, fully 
one half of the nation’s teachers lacked any formal training for their po- 
sitions. At that time, one sixth of all teachers lacked even a tenth-grade 
education (Rodgers, 1976). 

Certification standards for teachers have been adopted nationwide only 
during the past fifty years. As late as 1926, for example, fifteen states still 
had no definite scholarly requirements for teachers (Rodgers, 1976). 
Though there are still a few teachers working in public schools without 
bachelor’s degrees, today the vast majority of teachers have completed at 
least four years of college or university training. In a survey based on 1971 
information, the NEA (1972) found that 97 per cent of teachers had at least 
a bachelor’s degree. 


Racial characteristics. Overwhelmingly, teachers in the United States 
are white. An NEA survey (1972) in the 1970s revealed that only about 8 
per cent of teachers are blacks, somewhat less than the 11.5 per cent of 
the general population that is black. Of black teachers, a considerably 
larger number are female rather than male. Members of racial groups 
other than blacks or white represent extremely small percentages of the 
total population of teachers. 


Age and teaching experience. On an average, the teaching population 
has become older and more experienced since the first survey of teachers’ 
characteristics in 1911, when the average age of teachers was twenty-four. 
The typical teacher had five years of experience in the classroom (Rodgers, 
1976). 

Today the typical teacher is in his or her early or mid-thirties. Today's 
teacher not only is older than his or her 1911 counterpart but has more 
teaching experience. In recent years, the supply of new teachers has ex- 
ceeded the demand. Fewer new teachers have been added to the profes- 
sion. One consequence of this trend has been a “graying” of the population 
of professional teachers. In terms of statistical averages, this has meant a 
general increase in the average number of years taught. 


Much of the discussion in this section refers to either elementary or Sec- 
ondary education. These terms: tend to obscure the reality that large num- 
bers of teachers work in intermediate schools, generally referred to as 
either middle schools or junior high schools. Although intermediate schools 
have some characteristics of schools housing the lower elementary grades 
and some of the senior high schoool, they actually represent a third dis- 
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tinct tier of American education. Regrettably, statistics about education in 
this country almost invariably refer to only elementary education and to 
secondary education. Therefore no mention is made of middle schools or 
junior high schools in this section. 

One of the most striking features of American schools is the common- 
ality of certain patterns that persist across vast expanses of geographic ter- 
ritory. The relative ease of obtaining a teaching certificate in State X after 
having initially worked in State Y supports the idea that the similarities 
among American school districts are more significant than the differences. 


Classes and Work Schedules 


Not surprisingly, given the typical organizational patterns of elementary 
schools and secondary schools, elementary- and secondary-school teach- 
ers have somewhat different schedules of work. By the late 1970s, ele- 
mentary-school teachers had on the average, fewer than twenty-three 
pupils in their classrooms. Secondary-school teachers, again on an aver- 
age, had fewer than nineteen students for every class period taught. (Na- 
tional Center for Education Statistics, The Condition of Education, 1976). 

The reduction in the average number of pupils per teacher has been 
particularly striking at the elementary-school level. In 1955, for example, 
elementary teachers averaged over thirty learners in their classrooms. On 
the average, this number had been reduced by more than seven pupils 
per teacher by the late 1970s. 

The decrease in numbers of students per class in secondary schools has 
been less dramatic. In 1955, there were about twenty-one students in 
every class taught by a secondary-school teacher (again, this is an average 
figure). By the late 1970s, this figure had been reduced by slightly more 
than two students per teacher. 

The smaller numerical decrease at the secondary level than at the ele- 
mentary level probably does not suggest that class size was of smaller con- 
cern to secondary-school educators. What it does imply is that the 
problem was recognized much earlier at the secondary level than at the 
elementary level and that steps to remedy the situation were initiated 
early in junior and senior high schools. Basically, elementary-school teach- 
ers had much larger numbers of youngsters in their classrooms in the 
1950s than did secondary-school teachers. In 1955, elementary-school 
teachers averaged nearly ten more learners per class than did their coun- 
terparts in the secondary schools. Realizing the severity of the problem at 
this level, it is not surprising that the reduction in the average number of 
youngsters per teacher declined more at the elementary level than at the 
secondary level between the middle 1950s and the late 1970s. 

Regardless of this decrease in the size of classes, the issue of class size 
continues to be of major concern to teachers. In making some judgments 


about the relative standing of the American educational system in this re- 
gard, it may be instructive to look at class-size averages in other countries. 
Look at Figure 8-3. How has the United States been doing as compared 
pee Germany and England and Wales in terms of reducing class 
sizes? 
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PUPIL TEACHER RATIOS IN PUBLIC ELEMENTARY AND 
SECONDARY SCHOOLS IN (1) THE UNITED STATES, (2) WEST 
GERMANY, AND (3) ENGLAND AND WALES 


1971 1973 1975 7985 (projected) 
United States 


Elementary 24.4 24.0 22.6 19.0 
Secondary 19.8 19.1 18.7 17.6 


West Germany 
Elementary 36.8 34,2 31.0 21.0 
Secondary 20.9 24.5 25.0 18.5 


England and Wales 
Elementary 27.0 25:5 23.9 19:7 
Secondary 18.0 17.1 W722 15.5 


(Data adapted from National Center for Education Statistics. The Condition of 
Education, 1978. Washington, D.C.: United States Government Printing Office, 


1978. p. 178) 
Let’s Ponder 


1. How does the United States compare both with West Germany 
and with England and Wales in terms of elementary level pupil- 
teacher ratios in the years indicated? In terms of secondary 


pupil-teacher ratios? 

2. Do these figures in any way suggest the relative priorities 
given to elementary and secondary education in each of these 
countries? 

3. Which country do you think would face the most total costs 
in arriving at the projected 1985 projected pupil-teacher ratios? 

4. What sorts of things might result in the 1985 pupil teacher 
ratios being higher than projected? 
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Most secondary-school teachers work in departmentalized buildings. 
One survey revealed that on an average, they teach about five periods a 
day, have one unassigned period a day, supervise homerooms and study 
halls, and perform other duties as assigned (NEA, 1972). In addition, sec- 
ondary-school teachers get a short break for lunch in the middle of the 
school day, typically averaging thirty to forty minutes in length. With few 
exceptions, secondary-school teachers are not expected to eat lunch with 
their students. 

Many elementary-school teachers work with the same group of young- 
sters throughout the entire school day. But in recent years, a trend has 
developed to “departmentalize” elementary schools. That is, certain teach- 
ers are responsible for teaching specific subjects not just to their own 
group of pupils but to all pupils at a given grade level. For example, if 
there are three fourth grades in a school, one teacher might teach all of 
the arithmetic,another all of the science, and another all of the social stud- 
ies. In such departmentalized elementary-school programs, the movement 
of pupils from room to room is less common than in secondary schools. 
More typically, the teachers rotate from room to room. 

Though the situation is improving, large numbers of elementary-school 
teachers still have no unassigned periods during the school day. Indeed, 
significant numbers have no break at all in their contact with pupils from 
the minute they arrive in the morning until they go home in the after- 
noon, particularly in those schools where the teachers must eat lunch with 
their youngsters. It is common for teachers to eat in their own classrooms 
in schools having no central cafeteria facilities, (Food is usually wheeled 
into individual classrooms on special carts from a central district food- 
preparation center.) In some schools, all elementary teachers are expected 
to go out and supervise youngsters on the school playground after lunch 
until the afternoon classes start. 

Not surprisingly, there has been a good deal of attention given to the 
intensity of the pupil-teacher contact in many elementary schools. Many 
have recognized that a teaching schedule that provides no breather for the 
teacher during the day drains energy reserves and saps enthusiasm. Pres- 
sures are mounting to provide all elementary teachers some unscheduled 
time during the school day, but despite these efforts it is likely to be some 
time before the unassigned period is as common at the elementary-school 
level as at the secondary-school level. 

In most districts, teachers teach about 180 days each year. In addition, 
it is typical for districts to require a few additional days, in the range of 
3-6 days, for workshops and other professional in-service activities. To- 
day’s teachers teach for more days during the year than did their coun- 
terparts in earlier times. Note the school-year information provided in 


Figure 8-4. 
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CHANGES IN AVERAGE NUMBER OF DAYS 
IN THE SCHOOL TERM* 


1870 1890 1910 1930 1950 1970 1972 
132:2 LS BP ees) 172.7 1779. 178.9 179.3 


Let’s Ponder 


1. What factors do you associate with the rather short school 
terms in the nineteenth century? 


2. What forces might have been at work to increase the length 
of the school term between 1910 and 1930? 


3. How do you account for the greater changes in the length 
of the school term between 1890 and 1930 than between 
1930 and 1970? 


4. What forces today would tend to support a longer school 
term? What are their reasons? How do you evaluate their 
logic? 

5. What forces today would tend to support a shorter school term? 
What are their reasons? How would you evaluate their logic? 


6. Asa teacher, how would you feel about a shorter school term? 
A longer school term? Why? 


*Data are from National Center for Education Statistics. The Condition of Educa- 

tion. 1976 edition. Washington, D.C.: United States Government Printing Office, 

1977. p. 178. 
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FIGURE 8-4 


Teachers and Their Learners 


The learners themselves comprise a very important variable in the 
teachers’ work environment. There is evidence that there have been some 
important changes in the kinds of youngsters in schools today as com- 
pared with earlier times, particularly in secondary schools. 

In the nineteenth century, high schools were designed for a very small 
percentage of the population. With few exceptions, high schools served a 
group of people who were preparing for work at colleges and universities. 
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The high schools enrolled a very small percentage of the population. For 
example, in the school year 1869-1870, only 1.2 per cent of the entire 
school population was enrolled in a high school program. By school year 
1973-1974, that figure had jumped to 31.0 per cent (National Center for 
Education Statistics, Digest of Education Statistics, 1977). Clearly the nature 
of the student population served by teachers in the late 1970s and into the 
early 1980s is vastly different from that served by secondary-school teach- 
ers in the 1870s. 

A number of factors are associated with changes in the school popula- 
tion, particularly at the high school level. Among these has been a feeling 
that high schools should serve everyone, not just those going on to college 
or university. Additionally, employment legislation has made it difficult 
for people under the age of sixteen or eighteen to find work. Many have 
stayed in school who, in earlier times, would have been employed. Also, 
the decline in the farm population has resulted in a diminished demand 
for teenagers’ services on a full-time basis to work the land. Finally, man- 
datory attendance laws and other related legislation have resulted in more 
students’ staying in school longer. 

All of these things have changed the nature of the student population 
with which today’s secondary teachers must work. Indeed, at both the 
elementary and the secondary levels, it is fair today to say that educational 
programs enroll nearly the entire five- to seventeen-year-old population. 
Further, despite some teachers’ perceptions to the contrary, there is evi- 
dence that higher percentages of enrolled learners are attending school to- 
day than was the case in earlier times. For instance, in a report published 
in 1977, the National Center for Education Statistics reported that 90.2 per 
cent of the enrolled pupils were in daily attendance in 1972, up from 64.1 
per cent in 1890, 74.8 per cent in 1920, 82.8 per cent in 1930, and 88.7 per 
cent in 1950 (National Center for Education Statistics, The Condition of Ed- 
ucation, 1977, p. 178). 

Changes in the percentage of the five- to seventeen-year-old population 
are equally dramatic. Note the data supplied in Figure 8-5. 

Changes in the nature of the population of learners has created new 
challenges for teachers. One implication of these changes is that teachers 
must work with a cross section of learners that mirrors much of the di- 
versity of the entire society and that a good many youngsters will not 
share many of the attitudes and values of their teachers. They may well 
find inconsequential many of those things that their teachers prize, and 
they may prize many things that their teachers see as having little value. 
Not infrequently, these different ways of seeing the world cause difficul- 
ties in teacher-learner relationships. Classroom control problems can 
result. 

Indeed, there is evidence that the issue of discipline rates very high 
among teachers. A survey conducted by the NEA (1972) in the 1970s re- 


CHANGES IN THE PERCENTAGE OF 5-17 YEAR-OLDS 
ENROLLED IN SCHOOL* 


1870 1880 1890 1900 1910 1920 1930 1940 1950 1960 1972 
57.0 65.5 68.6 71.9 74.2 78.3 81.7 844 83.2 82.2 88.1 


Let’s Ponder 


1. Why were the percentages of youngsters in school relatively 
small before 1900? 


2. What social changes are associated with increases in these 
percentages? 


3. Would you expect most of the increase to have been among 
younger or older children? 


4. Though the 88.1 percent figure for 1972 is impressive, still 
it is considerably less than 100 percent. Who are the remaining 
11.9 percent? Why were they not in school in the school year 
ending in 1972? 


5. Would you expect these enrollment percentages to stay about 
the same, increase, or decrease in the years ahead? Why? 


6. Do you think increasing percentages of the total population 
of 5 to 17 year-olds in school has made teachers’ jobs easier 


or more difficult? Why? 


Data are from National Center for Education Statistics. The Condition of Educa- 
tion. 1976 edition. Washington: United States Government Printing Office, 1977. 


p. 178. 
A, 
FIGURE 8-5 


vealed that secondary-school teachers rated problems centering on disci- 
pline and students’ attitudes to be their number one concern. Even among, 
elementary-school teachers, classroom control problems rated very high 
on the list of cited problem areas. 

Educational leaders have not been unresponsive to challenges faced by 
teachers in dealing with the incredibly diverse learner population in the 
schools. Great strides have been made to ensure that teachers will work 
in areas for which they have been properly trained. Teachers’ confidence 
is bolstered when they are assigned to teach material that they are pre- 
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Nonsupervisory Instructional 
Personnel in Schools 
esses Se ae 


1959-1960 755 
1961-1962 3,215 
1963-1964 3,860 
1965-1966 8,185 
1967-1968 12,548 
1969-1970 16,508 
1971-1972 15,365 
1973-1974 22,493 


Data are from National Center for Ed- 
ucation Statistics, Digest of Education 
Statistics, 1976 edition. (Washington, 
D.C.: Government Printing Office, 
1977), p. 246. 
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pared to teach. But for all the progress that has been made, work in this 
area still remains. Even as late as the 1970s, the NEA reported that one 
teacher out of every seven was so seriously misassigned that he or she 
was teaching half or more of his or her time outside major areas of prep- 
aration. Some of this misassignment results from the necessity to “find 
somebody” to cover the courses that must be taught. (For example, if 
there is one physics teacher and six classes of physics are to be taught, 
someone else will have to teach one class. That teacher may or may not 
be well grounded in the subject.) While administrative necessity explains 
a good many of the cases of misassignment, still the figure of one misas- 
signed teacher out of seven seems too high. Efforts are certain to continue 
to effect a further reduction in the numbers of teachers working outside 
of their areas of major expertise. 

In addition to the issue of the appropriate assignment of teachers, ed- 
ucational leaders in recent years have recognized the desirability of em- 
ploying people to assist teachers in meeting the diverse needs of their 
pupils and students. Increases in the number of nonsupervisory instruc- 
tional personnel over the past twenty years have been dramatic. Note the 
following figures to the side (these figures do not include librarians or 
guidance people). 

These nonsupervisory personnel have been labeled variously as para- 
professionals or as teachers’ aides. By whatever label, they have been a new 
human resource that teachers have been able to draw on during the 
school day. The availability of extra adult help has enabled many teachers 
to provide learning experiences that would not have been feasible were 
the teachers’ aides not available. An NEA survey (1972) in the early 1970s 
points out the extent to which teachers’ aides have become a part of the 
American educational scene. The survey revealed that fully three of every 
ten teachers had such help available. 

The availability of this extra adult assistance has placed new responsi- 
bilities on teachers in exchange for the additional support they have re- 
ceived from the aides. Teachers must plan and supervise responsibly the 
work of these adult assistants if their talents are to be utilized to maximum 
advantage. In some districts, there has been a problem in maintaining 
continuity in the teachers’ aide program. Typically the salaries of aides are 
not high, and turnover in a few places has been greater than would op- 
timally be desired. In some cases, too, aides’ salaries have been paid from 
federal grant monies that have ceased to flow after a given number of 
years. Less affluent districts have had to lay off numbers of aides in such 
circumstances because of an inability to provide salary monies from local 
tax sources. 

For all the difficulties associated with keeping and maintaining extra 
help for the public-school teacher, the teachers’ aide programs have gen- 
erally been very well received. Teachers appreciate the extra flexibility 
they get in planning their instructional programs. Generally the aides 


themselves have been people who enjoy working with children and who 
contribute positively to the learning atmosphere in the school. Clearly the 
preponderance of evidence suggests an expansion of the number of teach- 
ers’ aides in the schools in the years ahead. 


Teachers’ Nonteaching Duties: Selected Aspects 


Extracurricular work. Teachers continue to be heavily involved in ex- 
tracurricular work with students. (Sometimes the term cocurricular is used 
these days to suggest that such activities really support the entire school 
program and are not something “extra” added on.) Extracurricular work 
can involve teachers in supervising clubs, working bleachers to assure or- 
der at assemblies and athletic contests, overseeing the loading of school 
buses, and taking tickets at school functions of various kinds. 

In recent years, there has been a trend toward rewarding teachers mo- 
netarily for their work in many of these areas. Particularly, work associ- 
ated with athletic contests and supervising youngsters when school buses 
are loaded have tended to become “paid activities” in many districts. 
There is a trend, too, toward paying teachers for work with large student 
organizations. Many teachers, for example, receive an extra stipend for 
serving as the advisor to the student council. 

In general, extra remuneration for work in the extracurricular area tends 
to be more prevalent at the secondary-school level than at the elementary- 
school level. Organizations for students are more numerous at that level, 
and teachers’ organizations first began pressing for additional financial re- 
wards for this kind of work at the secondary-school level. Even where ex- 
tra remuneration is available, the amounts tend to be insignificant in terms 
of the time that teachers spend working with pupils and students in ex- 
tracurricular activities. Few take on such responsibilities out of any hope 
of financial reward. Rather, they look on their involvement as a way of 
understanding their youngsters better as individuals. Many who have 
worked with student clubs and organizations for years with no thought 
even of asking for remuneration feel that the insights they have gained 
into their young people have provided a more-than-adequate reward. 

Curriculum work. It comes as a surprise to some new teachers that 
they will be spending a good deal of their time planning curricula in ad- 
dition to teaching. After a spate of interest in the 1960s in the idea that 
curricula are best designed by a few “experts” at national curriculum cen- 
ters, in recent years there has been a renewed interest in curriculum de- 
velopment at the local level. This trend has been supported by two 
arguments. On the one hand, it is alleged that local people have better 
knowledge of the characteristics of local youngsters than do individuals, 
no matter how talented in the finer points of curriculum design, who live 
elsewhere. Second, it is alleged that teachers do a more effective job of 
teaching curriculum materials that they have participated in developing. 
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Nearly every district has one or more curriculum committees at work 
revising old curricula or developing new curricula in several subject areas. 
These teachers typically work closely with central district office personnel 
who may have special training in curriculum development. Frequently, 
too, consultants from other districts and from college and university cur- 
riculum centers are brought in to help in the development process. Work 
on curriculum committees gives teachers an opportunity to interact with 
other trained professionals. In addition to providing an opportunity to 
sharpen curriculum development skills, the experience can provide an im- 
portant psychological link to the entire profession of education. It takes 
the teacher out of the classroom and helps him or her develop a richer 
sense of community with the millions of professionals working for a more 
effective educational program in the schools. 

Faculty meetings. Faculty meetings are a feature of teachers’ lives in 
nearly all schools. The quality of these meetings varies tremendously, but 
from an unscientific count of teachers’ comments taken in teachers’ 
lounges in schools across the country, the authors have concluded that 
many teachers occasionally have negative feelings about faculty meetings. 

One problem is that the meetings frequently are held after school. At 
this time of day, teachers have already “fought the good fight.” They are 
tired from hours of interactions with youngsters and anxious either to get 
home or to get busy on some paper correcting or planning tasks. The typ- 
ical faculty mood at four o'clock in the afternoon would challenge even 
the most talented motivation expert. Yet the meetings do serve important 
purposes. They build a sense of community among the faculty, and they 
provide an opportunity for faculty members to provide input that can 
have implications for the school curriculum. Too, they afford an oppor- 
tunity for an exchange of views among teachers, counselors, administra- 
tors, and others with responsibility for the overall school program. 

In most schools, teachers are required to attend faculty meetings. In the 
early 1970s, the NEA (1972) conducted a survey that revealed that 88 per 
cent of the responding teachers were obligated to attend regular meetings. 
There is little evidence that there will be any significant changes in this 
regard in the immediate future. And though teachers sometimes grumble 
about attending meetings when they are tired after a long day in the class- 
room, probably most, if pressed, would oppose a move to eliminate fac- 
ulty meetings entirely. They do have an important function to perform. 


Two factors influence the demand for teachers’ service. One of these is 
the size of the learner population to be served. If the supply of teachers 
goes down or stays the same and the size of the learner population goes 
up, the demand for teachers increases. Conversely, if the supply of teach- 
ers stays the same or goes down only slightly and there is a large decrease 


in the size of the learner population, the demand for teachers’ services 
decreases. 

As suggested by the discussion in the previous paragraph, demand for 
teachers’ services does not depend only on the size of the learner popu- 
lation. It depends also on the number of teachers available. Assuming that 
the population of learners stays about the same, when the supply of 
teachers decreases, there is an increased demand for their services. Simi- 
larly, when the supply of teachers increases, the demand for their services 
decreases. 

The difficulty in analyzing what has happened to the demand for teach- 
ers’ services in recent years is that, unlike the situations described in our 
hypothetical examples above, neither the size of the learner population 
nor the supply of teachers stays constant. Both tend to change simulta- 
neously. Therefore, in looking at the outlook for teacher employment, we 
have to look both at trends related to the size of the learner population 
and trends related to the total numbers of teachers available for hire. In 
the sections that follow, we will look at each of these issues separately. 
Then we will put information relating to both areas together to project the 
likely outlook for teacher employment over the next several years. 


Size of the Learner Population 


Wide use of the birth control pill, beginning in the late 1950s, has had 
tremendous consequences for the schools. The pill provided families with 
an easy and virtually certain mechanism for limiting numbers of children. 
Clearly many families did elect this option, and the number of youngsters 
in the schools began dropping. The drop was noticed first at the elemen- 
tary-school level. There was a delayed effect at the secondary-school level 
because large elementary classes had to progress year by year through the 
elementary program and into the secondary schools before any of the 
smaller elementary-school groups arrived at that level. These trends are 
revealed in Figure 8-6. 

One result of the decline in student numbers has been the elimination 
of overcrowded schools in many areas of the country. Indeed, in some 
places, some elementary schools have closed because of declining enroll- 
ments. Similar closures may be expected at the secondary level too as the 
enrollment decline begins to be felt at this level. The impact of the declin- 
ing enrollment, however, is by no means uniform across the country. Mi- 
gration patterns within the country also play an important role. For 
example, in the Greater Houston area, the tremendous influx of people 
from other areas of the country has stimulated a heavy demand for new 
school buildings. a 

The decline in the learner population may have serious implications for 
young people interested in a career in teaching, but the severity of the 
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CHANGES IN ELEMENTARY AND SECONDARY SCHOOL 


ENROLLMENTS* 

Year Elementary Secondary Total 

1964 26,221,000 15,195,000 41,416,000 
1966 27,105,000 15,934,000 43,039,000 
1968 27,363,000 17,581,000 44,944,000 
1970 27,501,000 18,408,000 45,909,000 
1972 27,323,000 18,421,000 45,744,000 
1974 26,282,000 18,671,000 45,053,000 
1976 25,430,000 18,905,000 44,335,000 


Let’s Ponder 


1. When did elementary school enrollment peak? Were school 
officials likely to have noticed that a decline in enrollment 
was coming previous to this time? Why, or why not? 


2. Why has secondary enrollment managed to show an increase? 


3. What do you think will be happening to secondary enrollment 
in later years not displayed on the chart above? 


4. Would you expect, in general, to find more pupils today 
enrolled in grades 1 to 3 or in grades 7 to 9? Why? 


5. Assuming each teacher continues to teach about the same 
number of youngsters in every class, what implications do 
you see in the above figures about demand for teachers’ 
services? 


6. How do you feel the decline in enrollments will affect efforts 
to provide additional money for teachers’ salaries? Why? 


*Data from National Center for Education Statistics. The Condition of Education. 
Washington, D.C.: United States Government Printing Office, 1978. p.66. 


FIGURE 8-6 


problem will not depend exclusively on changes in the number of learners 
to be served. Rather, it will relate also to the number of individuals seek- 
ing to become teachers. We will take a look at some figures related to this 
issue in the next section. 


Trends in Teacher Supply 


There is evidence that undergraduates in colleges and universities are 
familiar with the pattern of enrollment declines in public schools. Until 
1973, there was a steady increase in the number of new teachers seeking 
employment, but since that time, these numbers have been consistently 
smaller with each passing year. Look at the data presented in Figure 8-7. 

Indeed, there is evidence that if present trends continue, by the middle 
1980s, we may be facing a shortage of classroom teachers again. This 
shortage is likely to be most pronounced at the elementary-school level. 
The National Center for Education Statistics has developed the following 
projections, which should be good news for individuals hoping to enter 
the teaching profession in the 1980s: 


a 


Demand for 
Supply of Teachers Teachers Net Oversupply 
1983 208,000 145,000 63,000 
1984 203,000 167,000 36,000 
1985 196,000 181,000 15,000 
1986 187,000 188,000 —1,000 (deficit) 


Data adapted from National Center for Education Statistics, Projections of Education Statistics 
to 1986-1987 (Washington, D.C.: Government Printing Office, 1978), p. 64. 


Of course, many variables could change what will actually happen in 
these years. For example, radical changes in class sizes would have a dra- 
matic impact on the number of teachers needed, but these projections 
have been built around “most-likely-case” assumptions. Though there can 
be no guarantees, the outlook for teachers entering the profession for the 
first time in the middle 1980s should be brighter than it has been for some 
time. 


Employment Patterns in a Time of Teacher Surplus 


Even in times of teacher surplus, a majority of those prepared have 
found employment. According to a survey conducted during the spring 
of 1976 of individuals who completed their undergraduate programs ın 
1974-1975, 54 per cent of those who applied had found employment as 
full-time teachers; another 10 per cent were employed as part-time teach- 
ers; and 34 per cent had not found employment in teaching (National 
Center for Education Statistics, 1978). 
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SOME TRENDS IN NUMBERS OF NEWLY QUALIFIED TEACHERS 
SEEKING EMPLOYMENT AND DEMANDS FOR THEIR SERVICES* 


Numbers of Newly Qualified 
Teachers Who Applied for Demand for Newly 


a Teaching Position Qualified Teachers Net Oversupply 
1971 230,000 132,000 107,000 
1972 244,000 127,000 117,000 
1973 251,000 125,000 126,000 
1974 241,000 119,000 122,000 
1975 207,00 118,000 89,000 
1976 182,000 102,000 80,000 


Let’s Ponder 


1. Why did the numbers of newly qualified teachers seeking 
teaching positions continue to increase even in the face of 
diminished demands for their services? 


2. Do think it likely that undergraduates in education programs 
in 1971 or 1972 realized that demand for teachers was declining? 


3. Based on what you know about enrollment trends in elementary 
and secondary schools, what do you think might be happening 
in the next five years regarding demand for teachers at each 
level? Why? 


4. Do you think there is a chance that numbers of teachers prepar- 
ing to enter the profession may be declining so fast that soon we 
may be facing a teacher shortage again? 


5. Do you think that there is a general public understanding that 
the oversupply of teachers is not so severe a problem today 
as it was a few years ago? Why? 


*Data are from National Center for Education Statistics. The Condition of 
Education. Washington, D.C.: United States Government Printing Office, 1978. 
p. 176. 
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FIGURE 8-7 


Of course, these data represent broad averages. The situation varies a 
good deal from one part of the country to the other. In general, new teach- 
ers have found it quite difficult to find positions in the Upper Midwest 
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and in New England. Demand for teachers has remained strong (or at 
least relatively so) in the Southwest, particularly in Texas. Given these 
geographic variables, it is probably safe to say that even in times of teacher 
surplus, those individuals willing to go to where the jobs are have found 
employment. 

In addition to general supply-and-demand factors, employment oppor- 
tunities have varied greatly among various teaching fields. Some data 
gathered from Spring 1976 applicants is revealing: 


a AT SS ET 


Percentage 
Field Number Applying Number Hired Hired 
Art 5,900 1,900 32% 
English 6,500 3,000 46% 
Mathematics 4,900 2,400 50% 
Music 7,200 4,200 59% 
Social Studies 10,000 3,600 36% 


————— ss 
Data from National Center for Education Statistics, The Condition of Education, 1978 (Wash- 
ington, D.C.: Government Printing Office, 1978), p. 170 


An implication of this statistical information is that even when there has 
been a surplus of teachers, most applicants have secured positions. Given 
the prospect of a diminished supply of teachers in the years ahead, the 
percentage of applicants who are hired should be much greater through 
the middle 1980s. 


1 Historically teachers have come from rural or working-class families. To- 
day large numbers of teachers still come from these kinds of families, but 
increasing numbers come from families headed by a parent who is an up- 
per-class or an upper-middle-class professional person. 

2 There have been interesting variations in the percentages of males and fe- 
males employed in education at different periods in our history. Until fairly 
recent times, very small percentages of male teachers worked in elemen- 
tary schools. There has been a general trend toward more male teachers 
in elementary schools in recent years. In spite of this trend, considerably 
more female teachers than male teachers are employed in elementary 
schools. In secondary schools, a slightly higher percentage of male teach- 
ers than female teachers is noted. 

3 Early in this century, the requirements for teachers were ill defined, and 
many teachers lacked formal training for their positions. By the 1970s, this 
situation had changed drastically. An overwhelming majority of teachers 
by this time had at least a bachelor’s degree. 
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Racially the overwhelming percentage of teachers are white. Among black 
teachers, there are many more females than males. 

Teachers today tend to be older on the average and to have had more 
classroom teaching experience than their counterparts in the earlier years 
of this centruy. 

In general, the average sizes of the classes that teachers work with have 
been going down. Generally classes at the secondary-school level are 
smaller on the average than those at the elementary-school level. 

In general, teachers in elementary schools are less likely to have an un- 
assigned period during the day than are teachers in secondary schools. 

In most districts, teachers work with students for about 180 days each 
year. Additionally, they work a few additional days on such activities as 
workshops, curriculum development, and other school-related tasks when 
learners are not present. 

Both secondary- and elementary-school teachers are greatly concerned 
about the issue of discipline in the schools. 

In the middle 1970s, enrollments in elementary schools began to decline. 
Subsequently secondary-school enrollments declined as well. This situa- 
tion resulted in a great surplus of teachers in the middle 1970s. However, 
because of the changing number of learners and of individuals preparing 
to teach, by the middle 1980s we may be faced with a new teacher 
shortage. 

Even in years of heavy teacher surplus, large numbers of new teachers 
have been hired. Hiring patterns vary greatly according to such factors as 
geographic location and teachers’ individual subject specializations. 


Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


1. The ratio of women to men in the teaching profession has 
stayed the same for the past ninety years. 

2. Traditionally, large numbers of teachers have had parents 
who were blue-collar workers. 

3. Today a man teacher is more likely than a woman teacher 
to have had a parent who was an upper-class or upper- 
middle-class professional person. 

4. Both elementary- and secondary-school teachers identify 
discipline as one of the most important problems they must 
deal with. 

5. Even today, fully one quarter of elementary and secondary 
teachers do not have a bachelor’s degree. 

6. In the middle 1970s, less than one half of the new teachers 
who applied found teaching positions. 


7. There is evidence that the demand for teachers in the mid- 
dle and late 1980s may be higher than was the demand for 
teachers in the mid-1970s. 

8. In general, learners spend fewer days in school today than 
they did in 1900. 

9. At the secondary level, the pupil-teacher ratio is lower in 
the United States than in England. 

_____— 10. Though demand for teachers declined in the 1970s, the total 
number seeking work increased each year of that decade. 


Historically teachers have tended to be drawn from families of blue- 
collar workers and farmers. In recent years, however, there has been an 
increasing tendency for teachers to be drawn from parents representing a 
broader economic s S 

The extent of teachers’ formal preparation for their professional respon- 
sibilities has improved tremendously in this century. Before 1920, large 
numbers of teachers had almost no formal training. By the 1970s, nearly 
all teachers had bachelor’s degrees and had received extensive preservice 
professional training in education. 

Class size has been a continuing concern of teachers. Progress has been 
made in terms of reducing the average number of youngsters in both el- 
ementary- and secondary-school classrooms. On the average, secondary- 
school classes tend to enroll somewhat fewer learners than those in ele- 
mentary schools. 

A problem that has been particularly vexing at the elementary-school 
level has been the lack of an unassigned period for teachers. Most sec- 
ondary-school teachers have had a duty-free period for some time, but 
only recently have elementary teachers begun to be provided this kind of 
a break from their daily instructional duties. Many elementary teachers 
still do not have an unassigned period every day, but pressure continues 
to mount to provide such a period for all elementary-school teachers. 

Schools today are enrolling a far higher percentage of the total popula- 
tion of five- to eighteen-year-olds than in earlier times. Further, there is 
evidence that the percentage of enrolled learners attending daily is higher 
than in earlier times. Finally, the school year has grown progressively 
longer throughout this century, averaging around 180 days at present. All 
of these things suggest that today’s teachers have contact with more stu- 
dents for longer periods than in earlier years. 

Opportunities for individuals interested in entering the teaching profes- 
sion depend on the interaction of supply and demand. In the middle 
1970s, the suppiy of teachers seeking employment far exceeded the de- 
mand for their services. There is evidence that this situation is changing. 
By the middle 1980s, we may again be facing a teacher shortage. 


Summary 
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It is difficult to generalize about the whole question of the outlook for 
new teachers seeking employment. There tend to be tremendous differ- 
ences in the demand for new teachers among various regions of the coun- 
try. Additionally there are great differences in demand for teachers in 
terms of their areas of specialization and grade-level preferences. It has 
been generally true, however, that most newly qualified teachers who 
have been willing to move to the job have found employment in education. 
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This chapter will help the reader to 


1 Identify the basic elements of any philosophy of education. 

2 Clarify his or her personal philosophy of education. 

3 Identify the main differences between several philosophical systems. 

4 Identify specific educational practices that are based on different philosoph- 
ical positions. 


Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement write the word true on your paper. For each in- 
correct statement write the word false on your paper. 


1. Philosophy is a nice intellectual exercise but has little to do 
with the “real world.” 
2. There is one philosophy of education upon which nearly all 
educators agree. 
3. Metaphysics is the study of the nature of reality. 
4. Epistemology is the study of the nature of knowledge. 
5. Axiology is the study of the nature of values. 
6. The perennialist believes that there is a core of knowledge 
that should be learned by all. 
7. Perennialism takes the position that knowledge is con- 
stantly changing. 
8. Progressivism views human nature as basically good. 
9. The main focus in progressivism is on subject matter. 
10. Essentialism is basically inconsistent with American culture. 
11. Essentialism sees the arts and the humanities as the most 
important subjects in the curriculum. 
12. Reconstructionists believe that time-honored truths from 
the past need to be reconstructed and taught to learners. 
13. Reconstructionism takes a scientific view of nature and 
values, 
14. Existentialists believe that every learner should take exactly 
the same program in school. 


The school board meeting had begun quietly enough. Reports on build- 
ing maintenance had been received. A few contracts for minor repairs had 
been approved. The superintendent had been authorized to begin a 
search for a new personnel director. But then something happened that 
transformed a placid . . . some might say a boring . . . meeting into an 
emotional firestorm. 


It all started when the associate superintendent for curriculum made a 
report on the scores of youngsters in the district on a battery of recently 
administered standardized tests. The scores were not as high as in pre- 
vious years. This revelation prompted some heated discussion among var- 
ious board members, but the debate really became highly charged only 
when the board decided to invite comment from members of the public 
who were in attendance. 

The first speaker identified himself as a member of the taxpayers’ 
league. He noted that the decline in scores represented “yet another in- 
stance” of public monies being used for unproductive purposes. The 
teachers, he pointed out, simply were “not getting the job done.” “My 
people,” he went on to say, “want to be darn sure somebody is watching 
the store. Who is it that is responsible for seeing that teachers teach what 
they’re supposed to teach? Is that person really holding these teachers to 
account? Certainly these dismal test results suggest otherwise.” 

These remarks were accompanied by a good many approving nods of 
the head of certain others in the audience. One of these individuals 
jumped quickly to his feet when the first speaker had concluded. Picking 
up on the same general theme, he pointed out that when he was in 
school, youngsters had certain facts they had to memorize “or else.” “It 
is obvious,” he noted, “that young people are naturally lazy and won't 
work unless they are expected to do so. We need to quit coddling these 
kids. If we have to, we should get out that paddle, get these kids into 
some good textbooks, and not let up on them until they know this impor- 
tant material.” He concluded by pointing out that the curriculum had be- 
come “softened” by the introduction of too many electives and that 
youngsters were being denied that “important discipline” of exposure to 
subjects that they initially might not find either interesting or easy. Many 
in the audience applauded these remarks . . . but not everybody. 

Shaking her head in disagreement, a woman in the front row stood and 
was recognized. She began by identifying herself with the idea that 
“something is not right with the schools” that had prompted the com- 
ments of the earlier speakers. But her identification of what was “wrong” 
and her prescription for change were much different. “The real problem 
is not with how things are taught but with what things are taught,” she 
pointed out. “There are too many courses of a vocational nature. We are 
too much concerned with training students for jobs. What we need is 
more emphasis on the classics. Whatever happened to the humanities? 
We want people who can think, not people who only know how to change 
an oil filter. Ten years from now cars might not even have oil filters, but 
ten years from now these youngsters will have to think. Let’s get back to 
the classics, Let’s help our young people learn to reason regardless of 
what future occupation they follow.” These remarks drew some scattered 
applause and an isolated “Amen!” or two, but larger number of com- 
ments such as “impractical,” “ivory tower stuff,” and “irrelevant” were 
heard. 
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Next a man on the right hand side of the room stood up and shocked 
the crowd into an attentive silence with the observation that “Test scores 
are meaningless and people should stop worrying about such trivial mat- 
ters.” “Tests,” he pointed out, “do nothing but ask kids to regurgitate 
isolated facts. Who in this room can name the capitals of every state? Does 
anyone here feel seriously handicapped if he or she can’t do it? Then why 
should we get upset about scores on tests that involve questions about 
matters that are equally unimportant.” The speaker went on to suggest 
that because of rapid change, most textbook knowledge was obsolete. 
“What the schools need to do,” he asserted, “is to help youngsters accom- 
modate to change. They need to learn that what we have today is not 
what we will have tomorrow. They need to learn how to shape our to- 
morrows. And the way to do that is not to have schools cram in outdated 
facts and subject the children to critical evaluations based on how they do 
on questions about those facts.” 

These comments elicited cheers from some in the audience. Others 
stood up and started shouting counterarguments. Individual board mem- 
bers looked very uncomfortable. Finally, the chairman seized his heavy 
gavel and began beating a furious tattoo on the lecturn. The superinten- 
dent looked tired and defeated. How, he wondered to himself, could any- 
one administer a school district when there were so many different 
opinions regarding what should be done? 

How relevant is this scene from the board meeting for the prospective 
teacher? Very relevant. Teachers must make decisions about the content to 
be taught. Deciding what is to be taught requires teachers to respond to 
an important philosophical question: What knowledge is worth knowing? 

Second, teachers, by definition, work with learners. How individual 
teachers interact with learners depends on their general philosophical po- 
sition regarding the nature of human beings. Are they basically “good” or 
basically “evil”? Clearly those teachers who see people as basically good 
tend to work with their learners in ways dramatically different from those 
who see people as basically bad. 

A third variable that teachers must deal with is their individual under- 
standing of what is “moral” or “right” conduct. Teachers differ in terms 
of how to determine moral behavior. Some make the determination 
through intuition. Others rely on situational variables. Still others use 
some objective measures. 

Still another variable distinguishing individual teachers is their view of 
what constitutes “correct thinking” on philosophical questions regarding 
rules of inference and consistency. For example, how are conclusions to 
be defended? Is intuition enough? Or must there be some reliance on evi- 
dence? If so, what kinds of evidence are appropriate, and how must they 
be organized? 

Clearly teachers must be aware that different individuals (themselves 
included) perceive the nature of the world and of knowledge in many 
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POSES OF SCHOOLING AND TEACHERS’ ATTITUDES 


: “Schools should emulate a factory or a business model. 
Specific information must be identified that learners must 
acquire. Teachers must be held responsible for teaching that 
content. Schools and teachers should be rated in terms of 
the degree to which this content is mastered by students and 
the cost-effectiveness of the procedures used to transmit it 
to learners.” 


: “Schools should prepare learners to move immediately into 
the world of work. They should be able to make change, to 
keep accurate records, and to perform basic skills associated 
with the occupations of their choice. Businesses should not 
have to do the schools’ work for them. These youngsters 
should be prepared and ready to go to work beginning with 
their first day on the job,” 


: “Schools should teach youngsters mathematics, sciences, 
literature, history, and foreign languages. Most other subjects 
should be eliminated. Further, most electives should be 
eliminated. Because our society changes so rapidly, it is 
essential that the essential ‘truths’ of these traditional 
disciplines be mastered. Armed with the kinds of thinking 
abilities that come from mastery of this content, youngsters 
will have something to ‘hang on to’ as they adapt to change.” 


: “Our society is full of injustices. Schools should be dedicated 
to teaching youngsters to transform society to make it more 
sensitive to individual needs. Courses should prepare young- 


sters to be political activists who are eager and willing to chal- 


lenge existing political, economic, and social practices.” 


Let’s Ponder 


Read the 
questions. 
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statements by each of the speakers. Then, respond to these 


What basic differences do you note among positions of these 
speakers? 


If you were a school board member, how would you respond to 
concerns of each speaker in an open meeting? How would you 
accommodate differences without hopelessly offending one or 


more of them? 

Which one of these speakers has a position closest to your own? 
Most distant from your own? 

What is your own view about the “proper” function of the 
schools? 
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ways. An understanding of different perspectives helps teachers to main- 
tain open lines of communication with others. Frequently, when teachers 
and other educators have not taken into account that others may be seeing 
the world differently from themselves, they have run into unexpected op- 
position when changes in the school program have been proposed, An 
appreciation of these differences and a sensitivity to them can make life 
much more comfortable for teachers when communicating with others. 
Certainly a basic understanding of various philosophical positions does 
not guarantee a solution to problems, but it does lead to an understanding 
of the sources of difference that can facilitate cooperation and compromise. 

Everything teachers do in schools goes forward supported by a given 
set of assumptions. Often these assumptions have been little noticed. But 
today, given increasing public interest in the substance of what is being 
taught in the schools, certain groups of people are challenging some tra- 
ditional school practices. These challenges also represent an attack on the 
assumptions which these practices were based. Teachers need as never 
before to recognize not only the assumptions underpinning their own 
Practices, but also those supporting the positions advocated by school pa- 
trons demanding change. 

In short, teachers need to be prepared to defend what they are doing. 
They need a philosophical base from which to operate, and they need 
some grasp of the philosophical foundations on which their critics are 
building their arguments. As a beginning, prospective teachers might re- 
view some of the categories of questions that must be answered as they 
begin working out their own philosophies of education. These categories 
are introduced in the sections that follow. 


Metaphysics is concerned with the nature of reality. Questions in this 
category cannot be answered by application of the scientific method. 
These questions tend to be speculative and focus on such issues as the 
nature of cause-and-effect relationships. For example, do cause and effect 
exist in reality, or are they simply a creation of our mind? Is there a pur- 
pose to the universe, or is life basically meaningless? Are humans essen- 
tially spiritual beings, or are they creatures that exist in a particular time 
and space with no meaning beyond self? Is there a set of constant and 
unchanging principles that guides the operation of things and that there- 
fore can be discovered? Is reality a constantly changing thing that is al- 
ways relative, therefore making a search for truth fruitless? 

All of these questions are metaphysical. Obviously we cannot conduct 
experiments to test our answers against scientific evidence. To some peo- 
ple, these questions may seem very abstract and hopelessly remote from 
the everyday world of the schoolteacher. But such is not the case. Con- 
sider, for example, that in recent years some people have argued that the 


primary purpose of education is to help youngsters achieve “happiness.” 
This implies that “happiness” has been identified as an answer to a meta- 
physical question about what the central purpose of life ought to be. 
Given this orientation, some critics of more traditional school practices 
have suggested that there is no subject matter worth knowing that is not 
of clear and pressing interest to the individual youngster. Therefore some 
have suggested that the schools should permit youngsters to determine 
what they will study and that above all, the schools should provide for 
learners’ freedom and individual choice. 

Those advocating such practices have made a number of philosophical 
assumptions about reality. They reject the idea that there is a limited num- 
ber of known principles that explain reality and that should be mastered 
by all youngsters. Further, they perceive human beings to be essentially 
good and trustworthy. Basic to this position is an assumption that if only 
individuals are given freedom, then they will intuitively do what is 
“good.” 

Another group of parents and citizens whom teachers frequently en- 
counter is convinced that there are certain unchanging principles that 
should be taught to learners. These people tend to believe that individual 
experience is an unreliable guide to “proper” action. They generally reject 
the idea that people intuitively choose what is “best.” In their view, teach- 
ers must exert control to ensure that youngsters will do the “right” thing. 
This position, too, derives from a metaphysical stance about the nature of 
human beings. 

Indeed, many divisive issues in education are divisive because people 
have arrived at different answers to basic metaphysical questions. Teach- 
ers who are familiar with the nature of metaphysical questions—and more 
particularly with the reality that answers to such questions cannot be 
tested for their “truth” against scientific evidence—are better prepared to 
understand the assumptions that undergird views about school practices 
and procedures that may differ from their own. Teachers with these in- 
sights know when an argument is based on metaphysics (and cannot, 
therefore, be proved with evidence) and when an argument is not based 
on metaphysics (and can be challenged with evidence). Some knowledge 
about the nature of metaphysical questions, then, prepares teachers to 
discern arguable issues from positions that rest on personal, perceptually 
based conclusions about what “reality” is that cannot be challenged by 


appeals to logic. 


A second major category of philosophical questions is epistemological 
questions. Epistemology is concerned with the nature of knowledge. Since 
educators are concerned about the discovery and transmission of knowl- 
edge, teachers have an especial interest in this category. One of the basic 
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epistemological issues is the question of whether certain knowledge about 
“reality” is possible. Some maintain that there is no possibility of obtain- 
ing knowledge about ultimate reality. Others counter that is is possible to 
identify a set of principles that represent “true knowledge.” Still others 
argue that there are no principles that are “true” in all sets of conditions, 
but that there is knowledge that is “true” in certain situations, Stated in 
another way, what these people contend is that knowledge functions in 
a particular situation and all that we can know is what is “functional.” 

Another basic epistemological question centers on what might be de- 
scribed as ways of knowing and the reliability of methods of knowing. 
Basically the issue is one of whether knowledge comes from revelation, 
from authority, from intuition, from the senses, or from reason or exper- 
imentation. Today many people have a bias supporting the position that 
knowledge comes from scientific experimentation. Indeed, among many 
people this idea is so generally accepted that few individuals challenge it 
at all. But in some instances, many of us who generally accept that knowl- 
edge comes from scientific experimentation take actions based on intui- 
tion. We just “feel” that a certain action is “right.” 

Those who have religious convictions frequently include revelation as 
a source of knowledge. They act on the basis of knowledge that has been 
“revealed” to certain individuals by a supreme being. In this country, the 
tradition of separation of church and state—in part, at least—seems to 
have been supported by a rejection of the idea that revelation represents 
a generally acceptable and reliable source of knowledge, though even to- 
day, there are some who reject this view. Consider, for example, the pres- 
sures that some religious groups have brought on the schools to introduce 
the view of creation as revealed in the Book of Genesis as an alternative 
to Darwinian natural selection. 

Many other cultures in the world place a much lower premium on 
knowing through scientific experimentation than does our own. Because 
of differences in perception regarding how knowledge is best acquired, 
we frequently have difficulty in understanding the perspectives of people 
living in these unfamiliar cultural settings. In working with learners, it is 
particularly important for teachers to understand how other cultures pre- 
sume that knowledge is best acquired. Without such understanding, the 
practices of other peoples may seem strange or even funny to youngsters 
who learn about them for the first time. Teachers have an obligation to 
open learners’ eyes to the reality that we bring some “cultural blinders” 
of our own along when we look at other people. Though we are commit- 
ted to the view that knowledge comes best from scientific evidence, there 
is nothing necessarily “correct” about this position in any absolute sense. 
It is simply a reflection of how we see the world at this time. 

Teachers’ approach to teaching content to learners says a good deal 
about their own answers to basic epistemological questions. For example, 
a teacher who insists that learners master specific facts and principles that 


others have discovered operates on the assumption that there is such a 
thing as true knowledge. Other teachers, who are more interested in 
teaching the processes of problem solving, imply that there is no ultimate 
“truth” and that it makes better sense for youngsters to learn some skills 
that will be useful to them in arriving at answers that are situation-specific. 

Some subjects in the curriculum tend to include instructional practices 
that derive from alternative conclusions regarding the source of knowl- 
edge. For example, instruction in the humanities is frequently premised 
on the assumption that knowledge results at least as much from intuition, 
feeling, and reason as from scientific experimentation. Critics who do not 
understand the appropriateness of an approach to truth through any pro- 
cess but scientific experimentation have sometimes labeled the humanities 
“soft” subjects. That is, they are “soft” as compared to the “hard” sci- 
ences, with their heavier reliance on scientific experimentation. 

The labels hard and soft have nothing to do with the difficulty of the 
subjects. Rather, they relate to the sources of knowledge deemed appro- 
priate within each discipline. Debates over the worthiness of “soft” sub- 
jects and “hard” subjects have important curricular implications. For 
example, if a decision is made that only knowledge that is scientifically 
verifiable is important, then there will be a much heavier emphasis on the 
sciences than on the humanities. On the other hand, if other sources of 
knowledge are considered important, humanities-oriented courses, will 
very likely receive a good deal of emphasis. 


Should teachers stress the acquisition of knowledge or the moral and 
character development of their learners? Is there a standard of moral be- 
havior that teachers should emphasize? These questions relating to the 
nature of values and ethics are axiological questions. 

One important emphasis within axiology is the issue of whether life is 
worth living. What is the nature of existence? Does life have any meaning? 
Answers to these questions, particularly as they are formulated by learn- 
ers, are of great interest to teachers. For example, the rising rate of suicide 
among young people in our society leads to a conclusion that many peo- 
ple have concluded that life has no meaning (or at least not one worth 
living for). 

Drug problems in schools can be related to the issue of the value and 
worth of life. Many who use drugs are convinced that the highest good 
amounts to seeking immediate pleasure and living for the moment. In tra- 
ditional philosophy, such attitudes are collectively referred to as hedonism. 
Though many youngsters in schools would be unable to define hedonism, 
they are acting in ways that convey to us that hedonism represents their 
basic philosophy of life. If, indeed, the intense pleasure of the moment is 
perceived as the highest good, then a temporary narcotics high makes 
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sound logical sense. Such logic actuates the behavior of large numbers of 
youngsters in our schools. 

Of course, hedonism is not the only perspective flowing from a consid- 
eration of axiological questions. Some, for example, take the optimistic 
view that life is absolutely worth living over the long run and that the 
highest good is something other than short-run pleasure. Some people 
with this orientation see the highest good as self-realization or self-perfec- 
tion. Many star athletes in our schools have this orientation. Social reform- 
ers of all kinds who believe in the perfectability of the human condition 
also tend to reflect this general position. 

Others find life’s purpose through religion. They accept the view that 
there is a divine purpose to life and that every human being has a divine 
reason for being. They see the highest good being served in the effort to 
understand God’s will and to strive to meet God’s expectations. 

An important axiological question of a slightly different kind centers on 
the nature of “right conduct.” How should a person behave? What is 
moral behavior? How does a person know when he or she is doing the 
“right” thing? In answering these questions, some argue that there are 
certain universal principles or laws that provide guidelines for behavior. 
For example, some point to the Ten Commandments as an example of 
such universal guides to appropriate behavior. Others reject the idea that 
there are guidelines that fit every set of circumstances. They contend that 
morality of behavior is situation-specific. For example, some argue that 
American combat against Hitler was moral but that American combat in 
Vietnam was not. 

Teachers find themselves continuously faced with helping youngsters 
make value choices. Further, they must make many value judgments 
themselves as they are asked to determine the appropriateness of learners’ 
behavior, to evaluate programs, ‘and to engage in dozens of other tasks 
requiring a moral commitment. Given the extent of these kinds of respon- 
sibilities, it makes good sense for teachers to have some familiarity with 
axiology. 


One of the most frequently cited goals of education is to teach young- 
sters to think logically. The science of exact thought is a subfield of phi- 
losophy known as logic. Logic deals with the relationships between ideas 
and with the procedures used in differentiating between valid thinking 
and fallacious thinking. 

There are several reasons that a knowledge of logic is important for 
teachers. First, logic helps teachers communicate more effectively by help- 
ing them arrange thoughts clearly. Second, logic helps teachers to evaluate 
the consistency of learners’ reasoning. Third, logic helps teachers assess 


the factual adequacy and reliability of the new knowledge they encounter. 

There are two general types of logic. The one most familiar to most peo- 
ple is deductive logic. Deductive logic begins with a general conclusion 
and then elucidates that conclusion with reference to particulars. Inductive 
logic, on the other hand, begins with particulars. Reasoning then, is de- 
signed to help people arrive at a general explanatory principle. 

The choice of a deductive approach or an inductive approach has im- 
plications for how teachers organize and present materials. When a de- 
ductive approach is selected, great care must be taken to ensure that 
learners will acquire a solid grasp of the major principle or idea before the 
teacher moves on to illuminate this idea or principle through the intro- 
duction of examples. Inductive approaches, on the other hand, demand 
that a tremendous number of examples be found. Further, the teacher 
must make sure that these examples accurately represent the larger prin- 
ciple that, it is hoped, the learners will grasp. Typically it takes longer for 
a given body of content to be taught inductively than deductively (because 
the learners must work hard to grasp the essentials of the principle that 
explains the examples they have worked with). Consequently time deci- 
sions must be made about whether inductive or deductive logic is to be 
followed. 

In recent years, there has been a good deal of discussion about which 
is more effective, inductive teaching or deductive teaching. Research on 
this issue suggests that neither approach is demonstrably superior to the 
other. A much more important issue is how teachers take learners through 
the lesson, regardless of whether it is organized inductively or deduc- 
tively. Clever teachers who help youngsters to grasp relationships among 
ideas and to sort out valid and logical arguments from invalid and illogical 
arguments find that their learners do well regardless of whether an in- 
ductive or a deductive sequence is followed. 


A personal philosophy emerges out of responses to questions rooted in 
metaphysics, epistemology, axiology, and even logic. The final “mix” of 
responses of any teacher has a great deal to do with how he or she reacts 
to his or her responsibilities in the classroom. As important as these cat- 
egories of concern, which have occupied philosophers for centuries, are 
the number of philosophies of education that have emerged. These phi- 
losophies represent clusters of ideas. Each tends to attract individuals who 
have answered many of the basic metaphysical, epistemologic, axiological, 
and logical questions in similar ways. Individual teachers’ philosophies 
tend generally to identify with one of these broad general philosophy-of- 
education categories. A number of these are introduced in the subsections 
that follow. 


Philosophies of 
Education 


215 


The Teacher's Philosophy 


216 


Teachers 


re a 
REACTIONS TO BASIC PHILOSOPHICAL ISSUES 


Let’s Ponder 


A number of categories that long have concerned philosophers have been 
introduced in this chapter. As you begin working toward a personal 
philosophy of education, you will need to respond to some very basic 
questions. How do you feel about each of the issues raised in the fol- 
lowing questions; 


1. Do you believe there are constants jn life, or is life always 
changing? What do you see as the essential nature of human 
beings? What do you see as the basic meaning of life? 


2. How do you think knowledge is acquired? Do you believe 
everything should be verified by evidence? What is your subject 
specialization? Does that in any way influence your view of the 
nature of knowledge? 


3. Do you believe that there are universal moral values? What do 
you see as the worth of living? What criteria should be used in 
judging right from wrong? 


4. How do your answers in the three areas above relate to one 
another? Are your answers consistent? If not, why not? 
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Perennialism 


Perennialism views truth as unchanging or “perennial.” In the view of 
the perennialists, education should focus on the search for and the dis- 
semination of these unchanging principles. Though they grant that chang- 
ing times bring some surface-level alterations in the problems people face, 
they feel that the real substance remains basically unchanged over gen- 
erations. Further, the experience of human beings through the centuries 
has revealed those truths that are worth knowing. 

The schools, suggest the perennialists, should bring learners to know 
these truths. Whether the learners see as “relevant” the academic content 
necessary to reveal these truths is an unimportant consideration. The 
schools should not pander to what youngsters believe to be important. 
The schools are charged with preparing young people for life. When they 
have mastered the truths discovered through the centuries, they will come 
as adults to appreciate the content that, as learners in the school, they 
might not see as relevant at all. 


School curricula should be the same for all youngsters. Critically impor- 
tant are those subjects that most clearly reveal long-standing truths about 
the human condition. Perennialists are particularly attracted to courses in 
the humanities and in literature, which are thought to be especially useful 
in illuminating critically important insights. 

Learners are expected to ingest the content presented to them by teach- 
ers and ask few questions. Teachers are perceived to be bearers of the 
wisdom of the centuries. Consequently they cannot be reduced to a po- 
sition of engaging in debates with youngsters who have yet to master the 
basic truths, Because there is much to be learned, youngsters must work 
very hard in the perennialist view. Assignments should be rigorous. 
When necessary, the teacher should not shrink from disciplining young- 
sters as they are pushed to develop their intellectual powers. 


Progressivism 


Stemming from the work of figures such as John Dewey, progressivism 
approaches the work of the school from a perspective at some distance 
from that of perennialism. Progressivism views change as the essence of 
reality. Unlike perennialists, progressives do not believe that there is a 
knowable body of unchanged truth that has been developed through the 
centuries and that each learner must master. The schools, then, should 
not teach youngsters any set of unchanging principles but should prepare 
them to accommodate to changing conditions. 

Progressivism views knowledge as a tentative explanation that may fit 
present reality well, but that has no claim to being “true” for ever. Life 
presents ever-changing conditions. It is the task of the educated person to 
develop solutions that fit situations as they arise. Knowledge, then, rep- 
resents a tentative explanation of a present problem, and it must have 
some practical significance. 

Progressives view human beings as basically “good.” Therefore, if peo- 
ple are allowed freedom, generally they will choose the best course of ac- 
tion. This idea suggests that some considerable choice be given to youngsters 
in the schools. It is assumed that options will be selected that will turn out 
well for them. 

Progressives view teachers as advisers or guides who help youngsters 
make sense of problems they face in a changing environment. There is a 
heavy emphasis on developing youngsters’ problem-solving skills. Many 
progressives feel that inductive approaches are particularly well suited to 
meeting this objective because inductive teaching does not provide learn- 
ers with a general explanation but requires them to develop an explana- 
tion of their own that will explain some phenonema to which they are 


exposed. 
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It is basic to progressivism that an individual in all likelihood will learn 
what relates to his or her interest better than something in which he or 
she has no interest. Further, it is assumed that youngsters will be more 
motivated to learn information that holds a promise of helping them solve 
problems that they regard as personally important. Consequently many 
progressives place a high premium on attempting to identify content that 
youngsters regard as relevant. 

With regard to this latter issue, we need to pause to point out that some 
adherents of the progressive philosophy have carried the issue of “rele- 
vance” far beyond what John Dewey and other early progressives advo- 
cated. Dewey, for example, believed that a learner should not be allowed 
to study simply the content that he or she found personally interesting. 
He saw a need for the teacher to control the learning environment so that 
meaningful growth would take place. Dewey believed that subject matter 
can be organized in ways that take advantage of youngsters’ interests. 
When teachers take the time to do this, Dewey believed, then the learners’ 
problem-solving abilities are much improved. In summary, Dewey did not 
object to having youngsters learn unfamiliar content, but he did suggest 
that the content be organized to take advantage of youngsters’ interests. 

Some later progressives went far beyond Dewey’s ideas to suggest that 
the entire school program should center on the interests (critics would say 
the “whims”) of learners. In classrooms characterized by extreme “learner- 
centeredness,” the youngsters pursued activities of dubious significance. 
For example, a class might study Indians by building a paper teepee in 
the room and eating the food the Indians were supposed to have eaten. 
In many such programs, there was an assumption that “the experience is 
the thing.” In too many classrooms, youngsters rarely applied the infor- 
mation they learned to developing serious problem-solving skills. Such 
Practices tended to give critics ammunition to suggest that the entire pro- 
gressive movement was anti-intellectual. Though Dewey and other lead- 
ing American progressives most certainly had not supported the extreme 
“learner-centeredness” position, the entire progressive movement was 
tarred by critics’ concerns about what was going on in some classrooms 
organized by proponents of “the experience is the thing.” Consequently 
there has been something of a tendency for educators in recent years not 
to identify themselves publicly as “progressives.” 


Essentialism 


Essentialism began as an organized philosophical movement within ed- 
ucation in the 1930s. A basically conservative movement, essentialism be- 
gan as a reaction to some of the more extreme variants of progressivism. 
In some respects, it can be viewed as a swing back toward the position of 
the perennialists, but there are some important differences. Though es- 


sentialism as a formally organized philosophical position is relatively re- 
cent, it follows a tradition of long-standing importance, even dominance, 
within American education. 

Essentialism holds that there is a core of knowledge and skills that 
should be taught to all learners. This view begins to sound suspiciously 
like perennialism, but there is this important difference. Recall that the 
perennialists feel that there is a body of known general “truths” that 
youngsters should learn through exposure to the humanities and litera- 
ture. Essentialists, on the other hand, hold that what all youngsters 
should be taught are those “essential” things that a mature adult needs to 
know to be a productive member of the society. These “essential” things 
may change from time to time. There is no emphasis on “truths” that are 
believed to be constant from generation to generation. Essentialism is 
practical and pragmatic. 

Essentialism dwells on the practical aspects of life and feels that the 
school should “waste” little time on engaging youngsters in reflective 
speculation. Schools should teach youngsters factual information, which 
they are to learn and retain. Serious knowledge is perceived as residing 
primarily in the sciences and the technical fields. The arts and the hu- 
manities are considered fine for personal pleasure, but they are not among 
the essentials needed to help youngsters to become productive members 
of society. Many essentialists tend to view such subjects as “frills” in the 
school. When budgets are tight, they tend to suggest that these frill sub- 
jects be cut first. 

_ The essentialist feels that priorities in the schools should be placed on 

essential subjects. The authority of the teacher, hard work, and discipline 
in the classroom are important values. Essentialists tend to approach the 
world from the position that human beings are not basically good. There- 
fore the untrained child must be shaped by education to become a pro- 
ductive member of society. Essentialists expect teachers to discipline 
youngsters to ensure that they will put forth the effort that, it is assumed, 
they will not put forth in the absence of such pressure. 

A curriculum that an essentialist might view as “ideal” would consist of 
scientific, technical, vocational, and other subjects seen as having some 
potential “usefulness.” There is only a limited number of such subjects. 
All youngsters should follow this same program. Teachers are expected to 
transmit this essential core of information. 

Perhaps more than any other educational philosophy, essentialism 
seems to reflect central American priorities. It reflects the values of hard 
work and the practical “can-do” spirit of Americans. These perspectives 
can be traced back to the earliest days of our country. Recall that even 
Benjamin Franklin was interested in making programs in school “more 
practical” in nature. Some suggest that essentialist ideas are so ingrained 
in the thinking of many people about what schools ought to be that they 
are seldom even challenged. Certainly programs in most American schools 
suggest that this philosophy continues to be a highly potent force. 
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Reconstructionism 


Reconstructionists believe that society has been strained nearly to the 
breaking point. This strain has come about because of unprecedented de- 
velopments such as the advent of atomic power, the worldwide struggle 
between totalitarian and nontotalitarian states, and the widespread direct 
involvement of civilian populations in war. These developments have so 
stretched the existing social arrangements that societies are no longer able 
to make systematic adjustments to changing conditions. What is needed 
is an entirely new social order. This social “reconstruction” is necessary to 
humankind’s survival. 

Reconstructionism seeks to build society afresh. In this new world, 
there will be a heavy emphasis on economic abundance, human welfare, 
and democratic decision-making. Reconstructionists point to the need to 
act positively on the shared long-term goals of the human race. Specifi- 
cally they favor the formulation and implementation of plans of action that 
are clearly directed toward the achievement of these goals. 

Reconstructionists believe that the schools should lead the way in build- 
ing a new and better society. Rather than teaching outdated information, 
the schools should prepare youngsters for change and, beyond that, for 
“reconstructing” their society to meet changing conditions. Reconstruc- 
tionists place a heavy faith in insights from the behavioral sciences. They 
believe such knowledge can be used as the basis for creating a society 
where individuals can attain their fullest personal potentials. The schools, 
say the reconstructionists, should help youngsters critically evaluate the 
social institutions of their society to determine what changes might be nec- 
essary to provide the conditions that will promote the maximum devel- 
opment of individual human beings. 

Reconstructionists believe that teachers have a direct and important role 
to play. Their role is not to communicate knowledge but to raise issues of 
social significance. Teachers are to exercise their persuasive talents to sug- 
gest to learners that some form of democratic society probably best en- 
sures an environment in which people are encouraged toward the maximum 
development of their individual talents. There is an emphasis on active 
learning and on problem solving. Learning activities seek to help young- 
sters identify the nature of the ideal society and to suggest to them prac- 
tical approaches to moving the “real” society in this direction. 


Existentialism 


There is some difficulty in characterizing existentialism because many 
individuals identified with the existentialist position reject the idea that 
existentialism is an all-embracing philosophical position with tenets that 
are universally agreed upon. Still there are some elements of the position 


that tend to characterize a good many individuals who identify with ex- 
istentialism. We will discuss some of these (and their educational impli- 
cations) here. 

Existentialism begins with a focus on the very fact of one’s individual 
existence. It begins with the premise that individual human beings fit into 
no grand design of God or of nature. Rather, individuals are born into an 
indifferent, alien, and purposeless world. To each person falls the task of 
constructing his or her own meaning and purpose for existence. 

Existentialists are not at all concerned with speculation about ultimate 
reality or truth. In fact, they reject the notion of absolute truth. All truth, 
all meaning is individual. Existentialism asks each person to question his 
or her own reasons for living. Out of this sort of self-examination, indi- 
vidual human beings may identify personal purposes for living and rec- 
ognize that their individual lives do have value. Yet though individual 
people have this recognition, in the totality of the universe each life is only 
a meaningless speck. 

Existentialism urges people to ask questions about the nature of their 
own personal existence. Reason alone is not thought capable of providing 
answers. Therefore a great deal of emphasis is placed on the subjective 
elements of existence. Understanding of individual purposes for living 
comes not through logical thought processes alone but through feelings 
that go beyond logical analyses. 

For existentialists, the individual is responsible for everything that 
comes to him or her. Blame for failure cannot be assigned to the environ- 
ment, to the family, or to another external influence. Given this reality, 
self-fulfillment becomes a very important objective. An existentialist or- 
ders his or her own priorities and creates his or her own freedom and 
success. Each individual must personally confront the question “How 
shall I live my life?” Thus no individual should be forced to conform to 
standards that are established by others. The only acceptable values are 
those an individual chooses freely for himself or herself. The basis of mo- 
rality is personal freedom. 

The educational implications of existentialism include a heavy emphasis 
on individual choice, individual freedom, and individual responsibility. 
Essentially the individual must educate himself or herself and ought to 
make the important decisions regarding personal behavior, the courses of 
study followed, and the methods of learning utilized. Education should 
not be directed only toward sharpening the intellect. Rather, education 
should also include attention to attitudes, feelings, values, and other sub- 
jective components. 

For existentialists, it is impossible to describe one school subject as 
“more important” than any other. Such a statement would imply that the 
subject was more important for everyone. It is not possible to identify any- 
thing that is good for everyone. The worth of any subject must be as- 
sessed by each individual in the light of whether he or she sees it as 
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contributing to a personal understanding of the meaning of existence, 
Thus existentialists generally do not support curricula asking learners to 
master the conclusions or generalizations of others. Rather, they seek after 
a curriculum that encourages a personal construction of reality on the part 
of each individual. What is important is not the conclusions that result 
from study but individual commitment to pursue personally relevant an- 
swers. It is in this seeking after a personal meaning that gives meaning to 
an individual's life. And, say the existentialists, the schools should pro- 
vide youngsters with opportunities to extend their sensitivities as they at- 
tempt to work out meaningful personal solutions to the all-important 
question, “What is my purpose?” 

The role of the teacher, according to those who subscribe to existential- 
ism, is to serve neither as a transmitter of knowledge nor as a consultant 
to the learner. Rather, the teacher should be a person who can assist each 
individual in the class to succeed in the search for self-realization. To ac- 
complish this, teachers must be personally involved with their learners. 
Above all, the teacher must act as a person who is committed to freedom. 
He or she must have courage and be willing to take risks. In sum, the 
teacher is expected to model the independence and the courage of the ex- 
istentialist through his or her own actions. 


Clearly teachers’ philosophies have a great impact on how teachers see 
educational issues. Much conflict about schools results when teachers and 
others in charge of school programs bring different philosophical perspec- 
tives to bear on important problems. When there are wide divergences of 
opinion between school people and the public they serve, there is likely 
to be trouble. Not many years ago, there was a very bitter confrontation 
between school leaders and many parents in West Virginia over the issue 
of including the version of Creation as outlined in the Book of Genesis in 
the biology curriculum. Examples of hostilities that can result when the 
philosophical orientations of educators and community members are at 
odds are legion. Few districts of any size have avoided major controversies 
that, at bottom, amounted to disputes among people with different phil- 
osophical positions. 

Given this situation, it might prove worthwhile to take a moment to 
consider a number of present-day educational issues and to speculate on 
how people from different philosophical orientations would react to them. 
For example, consider the back-to-the-basics movement. With which ed- 
ucational philosophy would this movement be most compatible? How 
would perennialists, essentialists, progressives, reconstructionists, and ex- 
istentialists differ in their definition of what is basic? Another issue to be 
considered might be career education. How would people with differing 
educational philosophies respond to this issue? As teachers consider an- 
swers to these questions and to similar ones related to other contemporary 
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HOW SCHOOL PRACTICES REFLECT PHILOSOPHICAL 
ORIENTATIONS 


School practices do not “just happen.” They are instituted in response 
to one or another philosophical position regarding what is “true,” “right,” 
“correct,” or “good.” 


Let’s Ponder 
Read the statement above and respond to the following questions. 


1. Think of examples in the schools that represent practices that 
might be consistent with views stemming from each of the 
following kinds of educational philosophy. Describe each ex- 
ample as specifically as possible. Tell why you believe it to be 
consistent with this philosophy. 


perennialism 
progressivism 
essentialism 

social reconstruction 
existentialism 


2. Compare your answer to the questions posed in Figure 9-2 
with each of these educational philosophies? Does any one of 
these philosophies seem closer to your own personal philos- 
ophy? Which one (or ones), and why? 


3. Now that you know something about each of these philos- 
ophies, would you wish to change your responses to any of the 
questions posed in Figure 9-2? If so, what would those changes 
be, and why would you make them? 


FIGURE 9-3 


problems in education, they become more adept at anticipating potential 
reactions to possible solutions to these problems. They become more ef- 
fective spokespersons for their own positions when they know, in a phil- 
osophical sense, where their adversaries are “coming from.” 


1 Behind every teaching method and every plan for organizing a school is 
a set of assumptions. When these assumptions are understood, teachers 
are in a better position to defend the logic of what they are doing and to 
understand why some people may be critical of certain school practices. 


Recapitulation of 
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2 Metaphysics deals with the nature of reality. Metaphysics relates to teach- 
ing in terms of thought about educational goals, the selection of appro- 
priate content, and attitudes toward the general nature of learners. 
Metaphysics asks such questions as the following: Is there a body of uni- 
versal knowledge to be learned? Who should decide what is to be 
learned? Are learners basically good and trustworthy? 

Epistemology deals with the nature of knowledge and influences teaching 
at the point of determining what type of knowledge should be taught and 
of determining the reliability of different ways of knowing. Basic questions 
epistemology asks include the following: Is knowledge really possible? 
Should knowledge that is taught be functional or abstract? Do we acquire 
knowledge best through experimentation, intuition, or revelation or by 
some other means? 

4 Axiology deals with the nature of values and relates to the teaching of 
moral values and character development. It considers such issues as the 
purpose of life and what constitutes “right conduct.” It asks such questions 
as the following: What is right behavior? How does a good person act? 
Logic centers on clarity of thought and the relationships among ideas. It 
provides people with a methodology for making clear distinctions between 
valid and fallacious thinking. For this reason, educators are very much 
concerned that learners develop a sound logical framework. 

The educational philosophy of perennialism holds that universal truths and 
values do exist. Properly, then, education should consist of the search for 
and the dissemination of these truths and values. 

Progressivism developed in reaction to some of the views of the perenni- 
alists. Progressivism holds that knowledge is ever-changing and that the 
best approach to knowledge is through scientific experimentation. Individ- 
uals are believed to have a basically “good” nature. Consequently pro- 
gressives suggest that they should play an active role in their own learning 
and be charged with making some personal decisions about the nature of 
that learning. 

The educational philosophy of essentialism might be thought of as a re- 
action against some of the more extreme manifestations of progressivism. 
As a philosophy, it seems to represent a very widely held American view 
of what education ought to be. The focus of essentialism is on the teaching 
of knowledge that is essential or useful for individuals who will play pro- 
ductive roles as adult citizens. Teachers are expected to provide this kind 
of knowledge to learners and to take a leadership role in guiding them 
toward its mastery. 

Reconstructionism suggests that the role of the school is to teach learners 
how to remake society in such a fashion that the general human condition 
will be improved. There is a heavy emphasis on teaching youngsters to 
analyze social conditions with a critical view to their improvement. There 
is an assumption that change is a constant and that it can be used to pro- 
duce better conditions for all humankind. 
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10 In general, existentialism holds that there is no universal purpose to life. 
Humans simply exist. Each person must accept that he or she is bound to 
die and that when that happens all will be over. Whatever is to happen 
is to happen within the span of an individual’s own life. Since one’s own 
life is all there is, each individual ought to be responsible for shaping that 
life in his or her own way. Personal freedom is the dominant value of ex- 
istentialism. For schools, this implies maximizing the individual choices 
and the independent decision-making of learners. 


Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


1. 
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Philosophy is a nice intellectual exercise but has little to do 
with the “real world.” 

There is one philosophy of education on which nearly all 
educators agree. 


. Metaphysics is the study of the nature of reality. 
. Epistemology is the study of the nature of knowledge. 
. Axiology is the study of the nature of values. 


The perennialist believes that there is a core of knowledge 
that should be learned by all. 


. Perennialism takes the position that knowledge is changing 


constantly. 


. Progressivism views human nature as basically good. 
. The main focus in progressivism is on subject matter. 
. Essentialism is basically inconsistent with American culture. 
` Essentialism sees the arts and the humanities as the most 


important subjects in the curriculum. 


. Reconstructionists believe that time-honored truths from 


the past need to be reconstructed and taught to learners. 


. Reconstructionism takes a scientific view of nature and 


values. 


. Existentialists believe that every learner should take exactly 


the same program in school. 


The philosophies underpinning educational practices have great impor- 
tance for classroom teachers. It is from these philosophies that the as- 
sumptions flow that support school practices of all kinds. Consequently 
the philosophical orientation of a given individual has great relevance to 
how he or she will be likely to view a given education program. In de- 
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fending their own practices and in understanding the potential views of 
others regarding these practices, teachers ought to have some understand- 
ing of the major streams of philosophic thought in education. 

Any individual who enters education must recognize than in the plur- 
alistic American society, there will be many views regarding what consti- 
tutes good and sound educational practice. The criticisms made of certain 
educational programs need not necessarily be taken as evidence that 
something is basically “wrong.” Rather, they should be weighed in the 
realization that these criticisms indicate that critics come from a different 
philosophical orientation from those who support the existing school pro- 
grams. When objections to these programs result in program changes, this 
suggests that the philosophical orientation of a minority has captured the 
support of a great many people. The policy change suggests that the for- 
mer minority position has been reborn as a majority position (at least, a 
majority of those committed enough to put pressure on decision makers). 
Because of the importance of these philosophical shifts for school pro- 
grams and policies, professional educators need some understanding of 
the philosophical orientations that may undergird calls for change. 
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Objectives This chapter provides information to help the reader to 
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Identify the multiple responsibilities of teachers. 
Point out the specific skills that teachers need to fulfill the various roles they 


Note potential conflicts between and among teachers’ roles. 
Suggest the personal problems some teachers experience as a result of the 


necessity to fulfill multiple role expectations. 


vı 


Describe possible solutions to the dilemmas that teachers face in dealing 


with multiple roles. 


Pretest Directions: Using your own paper, answer each of the following truelfalse ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


E 


10. 


228 


Teachers 


Though teachers play many roles, they usually find that 
their college preparation programs have given them ade- 
quate background to feel comfortable in fulfilling all of 
them. 


. A frequent teachers’ complaint is that they must deal with 


too much paperwork. 


. Today it is generally recognized that teachers do not ade- 


quately serve the instructional role of teaching when they 
restrict their activities to telling learners information and 
making assignments. 


. Because many schools have counselors, teachers do not 


have to be much concerned with counseling responsibilities. 


. The public relations functions of schools are best left to 


professional specialists, and teachers should not be in- 
volved in this area. 


. Many states require teachers to take course work to main- 


tain a valid teaching certificate. 


. Because they are involved in a relatively low-pressure 


profession, teachers suffer psychological or emotional stress 
only rarely. 


. Most teachers report that their evaluation as a “good” or an 


“ineffective” teacher depends almost exclusively on their 
ability to transmit information effectively to the youngsters 
in their classrooms. 


. Today teachers in large urban areas may find it more diffi- 


cult to establish close relationships with parents than 
formerly. 

The phenomenon of “teacher burnout” has become increas- 
ingly common in recent years. 


Teachers’ roles are incredibly diverse. Many teachers find themselves 
responsible for tasks that they had scarcely imagined existed in their un- 
dergraduate days. Certainly many things that they do have had to be 
learned on the job rather than from any special training. Some of these 
tasks seem marginally related at best to a conception of the school as an 
institution dedicated to transmitting information to the young. Indeed, the 
variety of teachers’ responsibilities and the sometime incompatibility of 
the many roles they must play frequently place a severe strain on mem- 
bers of the profession. Many beginning teachers, in particular, find them- 
selves feeling overwhelmed by the wide range of responsibilities for which 
they will be held to account. Let us consider, for a moment, what a typical 
new teacher might experience. 

In mid-August, though the anxieties were there, the overriding emotion 
of our new teacher was enthusiasm to “get started at last.” Student teach- 
ing had been survived. Indeed, it had been enjoyed. Confident from this 
positive experience, our new teacher looked forward to working with 
learners without having a supervising teacher or a university coordinator 
to worry about. 

Excitement had continued to build with the arrival of the invitation to 
report to school for orientation sessions a few days before the beginning 
of the school year. The day of the orientation meetings arrived, and our 
new teacher was among the first to walk into the building. The day got 
off to a wonderful start. There were rolls, doughnuts, coffee, and lots of 
informal conversations with more experienced teachers. The old-timers 
had been wonderful about welcoming the newcomers and offering to help 
them learn the ropes. 

Later in the morning, at a large general session, the superintendent 
welcomed the staff to another school year. After some wistful wondering 
about “where the summer has gone,” he charged the staff to work hard 
to “make this year our best ever.” The superintendent certainly seemed 
to be a nice person. Our new teacher felt good about working in a district 
where the top administrator seemed so concerned about youngsters. 

The rest of the morning was devoted to a tour of the school district that 
had been specially arranged for the new teachers. After a quick bus ride 
by a number of school buildings in various parts of the district, the new 
teachers were deposited at the complex of central administrative offices. 
‘After more coffee, an assistant superintendent came in and gave an ori- 
entation talk illustrated with overhead transparencies. He pointed out the 
administrative and managerial arrangement of the district with frequent 
references to flowcharts. For many of the new teachers, the complexity of 
the management scheme seemed a bit overwhelming. There were assis- 
tant superintendents, subject-matter coordinators, curriculum directors 
and curriculum assistants, a media director, a personnel director, a finance 
manager, a federal programs director, and many more. Most of the new 
teachers were glad that they did not have to take a test on all of this in- 
formation. Many felt some anxiety about whom they would contact from 
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among this bewildering array of people should they have problems. But 
the afternoon promised to be more satisfying. They were to report to their 
individual buildings. 

Certainly our new teacher felt better when, after a nice lunch, the sec- 
retary in the main office provided a warm welcome, pointed out the new- 
comer’s name on a faculty mailbox, and went in to tell the principal that 
the “new teacher” had arrived. A very personable individual, the princi- 
pal came out and escorted the new teacher to his office. “At last,” thought 
our new teacher. “Now I’m going to find out something specific about my 
teaching.” The principal opened with some small talk about the new 
teacher's family, university, and general background. He was just begin- 
ning to say a few words about the nature of the youngsters in the school 
when the phone rang. It was the secretary reminding him of the princi- 
pals’ meeting at the downtown central administration complex. He put 
down the phone, made apologies for having to be “at least three places 
at once,” and returned our newcomer to the charge of the main office 
secretary. 

The secretary began to brief our new teacher on some of the manage- 
ment procedures followed in the building. She started by explaining how 
the attendance register was to be kept. She went into some detail about 
how each of the large number of symbols at the top of each register page 
were to be used. She went on to the question of the lunch count and how 
it was to be passed on to people working in the school cafeteria. There 
was also some discussion of selling lunch tickets and special provisions for 
those entitled to federally subsidized meals. 

As our newcomer’s eyes grew wider, the secretary went on to proce- 
dures for putting daily announcements into the teachers’ boxes and how 
these were to be read at the beginning of each school day. Next, the pro- 
cedures for working with school counselors (there were three different 
Kinds of referral forms) and with the school nurse were explained. The 
secretary was especially emphatic regarding the procedures to be followed 
to release a youngster from a classroom to the custody of an unknown 
adult. The secretary explained that all parents and others with authority 
to pick up children from classes during the school day had first to check 
with the main office. The main office would provide them with a release 
authorization. No youngster was ever to be allowed to leave unless a re- 
questing adult first presented the teacher with an approved release au- 
thorization. The secretary's orientation ended with a quick review of the 
forms relating to athletic injuries, payroll deductions for charities, bomb 
threats, and a bewildering variety of other things. 

Having completed her orientation, the secretary turned over our new 
teacher to one of the assistant Principals. The assistant principal, a very 
pleasant middle-aged woman, explained that faculty meetings would be 
held every other week on Tuesday afternoons. Attendance was manda- 
tory. Additionally, she pointed out, all teachers were expected to serve as 


advisers for extracurricular activities. She had a list of various clubs and 
organizations posted on her wall along with the names of the sponsoring 
faculty members. A few had no faculty sponsors listed. Our new teacher 
was advised to write these down and to let the assistant principal know 
which one might be of interest. The assistant principal would take a look 
at the wishes of all new teachers and try to assign them, so far as was 
possible, to serve as faculty sponsors of activities in which they had some 
interest. She cautioned, however, that everyone might not get his or her 
choice. 

The assistant principal went on to explain that there would be a PTA 
meeting the third week of school and that parents would be invited to 
chat with the teachers in their classrooms. She concluded her remarks by 
pointing out that all teachers had one extra responsibility associated with 
keeping the school functioning. She noted that the job of “media coordi- 
nator’ for the building had been vacated by a retiring teacher and that 
that responsibility had been assigned to our newcomer. This job would 
involve coordinating all orders for films, filmstrips, and other materials 
ordered from the central district media center. More specifically, the media 
coordinator would see to it that the films were ordered properly, received 
as ordered, and returned on time. The assistant principal said that the job 
was a good one for a new teacher in that it would provide an opportunity 
to get quickly acquainted with the entire faculty. 

By the time the assistant principal's comments had concluded, it was 
time to go home. The day was over. Our new teacher, flushed with en- 
thusiasm at the beginning of the day, was beginning to panic. During the 
entire day, almost nothing had been said about teaching youngsters. 
There seemed to be many expectations that had rarely been mentioned in 
the classes at the university. Anxiety was becoming more of a problem 
with each passing moment. Well, maybe tomorrow would be better. Or 
. .. Shudder . . . maybe it wouldn't. 

The kinds of concerns experienced by the hypothetical new teacher we 
have been describing are very common. Few beginning teachers have a 
good conception of the range of responsibilities they will face as profes- 
sional educators. High levels of anxiety are chronic among first-year teach- 
ers as they worry about their ability to deal with all of the roles they must 
play. Most make the adjustment successfully. Perhaps this adjustment 
would have come more quickly had they had a better understanding of 
the many roles teachers are expected to fulfill before they arrived to as- 
sume their positions. In the sections that follow, some specific character- 
istics of these diverse responsibilities are described. 
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Despite the diversity of roles that teachers must play, teachers’ instruc- 
tional responsibilities are the most important. Without instruction, there 
would be no schools. It is this function that the institution of the school 
grew up to serve. Though the mix of other responsibilities that teachers 
have varies greatly from school to school, it is fair to say that all classroom 
teachers share a common responsibility for instruction. 

In years gone by, teaching was thought to be generally synonymous with 
telling. The teacher was viewed as a dispenser of knowledge. Typically the 
teacher transmitted information by standing in front of the learners, who 
were arranged in neat rows of floor-bolted desks, and lecturing. Lectures 
were supplemented with related assignments. Tests were administered 
periodically to assess progress. To function in this kind of an arena, teach- 
ers needed a good grounding in their subject matter, a strong speaking 
voice, and an appropriate delivery style. 

In recent years, this traditional style of teaching has been challenged. 
Critics of this old and familiar model of teaching have pointed out that 
today we live in the midst of a knowledge explosion. Because of acceler- 
ating rates in the development of new information, it is alleged that teach- 
ers cannot possibly be expected to keep up with all the current developments 
in their academic field. Teachers who followed the old style of acting as 
the single source of all information would be transmitting to youngsters 
a good deal of obsolete knowledge. These criticisms have led to a revision 
of professional educators’ understanding of the instructional role of the 
teacher. Today teachers tend to be viewed not as exclusive sources of in- 
formation but as “instructional managers.” As instructional managers, 
they may use computer-assisted instruction, television, and a host of other 
information sources to transmit current knowledge to their youngsters. 

The task of the teacher who functions as an instructional manager is 
much different from that of the teacher as a lecturer. The instructional 
manager tries to establish an environment in which learning can take 
place. Instead of doing all the talking, the teacher's primary function is to 
plan and direct learners’ experiences. As noted previously, these experi- 
ences can involve youngsters with a wide variety of information sources. 
Though the kinds of learning experiences will vary according to the sub- 
jects being taught, the availability of resources, the characteristics of the 
learners, and other things, a common set of instructional planning tasks 
still faces all teachers who function as instructional managers. More spe- 
cifically, all teachers need to (1) determine objectives, (2) diagnose learn- 
ers, (3) plan instructional activities, (4) implement programs, and (5) evaluate 
learning outcomes. 


Determining Objectives 


In planning for instruction, the first task for teachers is to determine the 
learning objectives. Regardless of the subject being taught, there is a need 
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THINKING ABOUT TEACHERS’ ROLES 


Too many prospective teachers emerge from their training in colleges 
and universities with the mistaken impression that they have only one role 
to play in the school. They may presume that their only responsibility is 
to transmit information to young people. Many find themselves in a state 
of shock when they are confronted by record keeping responsibilities, 
playground management duties, extra-curricular activities supervision, 
parental relations duties, and a host of other responsibilities. In fact, 
some are convinced that only a small fraction of their time is spent on in- 
structional tasks. 


Let’s Ponder 
Read the paragraph above. Then, respond to the following questions. 


1. As you think about the teaching position you hope to assume, 
what do you think you will spend most of your time doing? 
Why do you say so? 


2. As you reflect back on your own teachers in school, what kinds 
of things do you remember them having to do that were not 
directly related to transmitting information? 


3. As you look over some of the teacher responsibilities in the 
paragraph above, think about your own interests and abilities. © 
Which of the responsibilities do you think you could do best? 

For which ones do you feel least well equipped? 


4. Would it be possible for prospective teachers to learn all of the 
the things they need to do as teachers in their college and 
university programs, or is it inevitable that most of these things 
be learned “on the job?” 


5. Do you think too much of teachers’ time is taken up with 
noninstructional responsibilities? Why, or why not? 


FIGURE 10-1 


to decide precisely what it is the youngsters should be able to do as a 
consequence of their exposure to the instruction. Statements about what 
they should be able to do, or “learning objectives,” help teachers to plan 
learning activities that will result in youngsters’ having the desired knowl- 
edge and skills at the end of the period of instruction. 

Teachers who use learning objectives have a basis for deciding to in- 
clude or not to include a given activity. If the activity bears some logical 
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relationship to the learning objective, then a case can be made for includ- 
ing it. If not, probably the activity should not be used. Learning objectives, 
then, help teachers avoid selecting activities that tend to be little more 
than “busywork” that bears little connection to what youngsters will be 
expected to have learned. 

Learning objectives also serve a valuable function once a unit of instruc- 
tion has been completed. If the youngsters have done well—that is, if the 
youngsters have mastered these objectives—then the teacher has a basis 
for concluding that the material was well taught. If certain objectives were 
not mastered, then the teacher can identify certain things that might be 
changed on another occasion when similar content is treated. In sum- 
mary, then, learning objectives provide not only important checks on 
teachers as they plan for youngsters’ learning but also an important source 
of information about the effectiveness of the instruction once units have 
been taught. 


Diagnosing Learners 


A second major task that teachers face in preparing for instruction is 
diagnosing learners’ individual needs and interests. This function relates 
to the time-tested dictum that teachers should begin “where the learners 
are.” That is, the instructional experiences provided should be appropriate 
for the youngsters being taught. To cite an extreme example, it makes no 
sense whatsoever to try to teach a group of youngsters how to form the 
past tense of French verbs if they do not know the patterns of present- 
tense French verbs. Though this example is a bit extreme, if not downright 
farfetched, still an astonishing number of beginning teachers prepare les- 
sons and units that have sparse chance for success because they are in- 
appropriate for the youngsters being taught. 

A particularly important aspect of diagnosis relates to the determination 
of youngsters’ interests. It is far easier to motivate learners if they are 
working on a task in which they have some interest. Clearly not all topics 
that must be considered in school courses can be framed in a way that 
responds to the burning interests of the learners, but a surprising number 
can be adjusted to take advantage of youngsters’ interests. These interests 
can be used as entry points for the teacher as he or she attempts to 
broaden the range of learner enthusiasm when a new topic is introduced. 

Diagnosis also provides teachers with information related to the learn- 
ing problems of specific individuals. Some youngsters might have hear- 
ing, vision, or other physical problems that influence their ability to profit 
from certain kinds of instruction. Others may have failed to acquire 
knowledge that the teacher mistakenly has assumed all class members to 
have. For some, previous learning experiences may have come too swiftly 
and may not have been accompanied by sufficient concrete experiences to 


make the content “stick.” A variety of circumstances may have played a 
part in determining the readiness of a given youngster for new learning 
experiences. By judicious diagnosis, the teacher can make a determination 
regarding the appropriateness of proposed instructional experiences for 
individual youngsters in the classroom. Adjustments to the proposed in- 
structional program can be made in light of this diagnostic information. 


Planning Instructional Activities 


Once learner objectives have been formulated and diagnostic data about 
individual youngsters have been considered, the teacher is ready to begin 
developing an appropriate instructional sequence. In planning an instruc- 
tional sequence, the following elements must be considered: 


. Motivation of learners. 

. Inclusion of alternative methods of introducing the material. 

. Provision of opportunities for learners to apply new understanding. 

. Description of procedures to be used in giving feedback to learners 
and in enhancing their retention. 


PWN 


The specific instructional plan developed will vary in accordance with 
teacher variables, learner variables, and other situational variables. Cer- 
tainly these broadly defined elements provide a good deal of room for ex- 
ercising creativity. 


Implementing Instruction 


Perhaps the most difficult task for new teachers is implementing in- 
struction, largely because of inexperience in working with youngsters and, 
sometimes, faulty expectations of what they can and cannot do. The pac- 
ing of instruction is an especially difficult problem for new teachers. Some- 
times they find a class grasping a concept thoroughly after only ten 
minutes’ time when fully forty minutes had been allotted in the lesson 
plan. On other occasions, something that appears simple to the teacher 
will require much more instructional time than had been anticipated. 

In general, problems stem from the necessity to lead and interact with 
as many as thirty or thirty-five individuals at one time. Many situations 
develop, given this number of “human variables,” that simply cannot be 
anticipated in the planning phase of instruction. With experience, teachers 
get a “feel” for the kinds of situations that develop. They develop a facility 
for changing and adapting quickly to meet needs that may emerge as the 
lesson unfolds. 

For new teachers, development of competency in this area seems to re- 
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quire experience in working with youngsters. These skills are acquired 
more quickly when a prospective teacher works with youngsters and has 
his or her performance criticized by a knowledgeable supervising teacher 
or university student-teaching observer. Out of a recognition that expertise 
in this area requires actual “hands-on” experience in working with learn- 
ers, many teacher preparation programs in colleges and universities are 
emphasizing extended periods of experience working in public school 
classrooms. Particularly there has been a trend to get prospective teachers 
into classrooms early during their undergraduate careers and to extend 
the length of the student-teaching experience. 


Evaluating Learning Outcomes 


A final instructional task of teachers is evaluating the learning of the 
youngsters in their classes. A central purpose of this assessment is to de- 
termine whether or not the learners have accomplished the established 
objectives. If they have not, they will have a very difficult time in suc- 
ceeding on subsequent material that assumes an understanding of mate- 
rial to which they have been exposed earlier. 

Teachers frequently use examinations or tests to determine whether 
learning objectives have been mastered. But certainly formal examinations 
or tests are not the only options available to teachers as they attempt to 
assess the progress of individual youngsters. For example, in some situa- 
tions, a teacher might use a checklist to note whether youngsters are ex- 
hibiting behaviors that have been taught (for example, how many baskets 
can a fifth-grader make from the free-throw line in three minutes?). On 
other occasions, learners might be asked to prepare a demonstration or 
construct a project that can be evaluated by the teacher, using certain cri- 
teria. Although the options available to teachers are many, all responsible 
assessment requires that some kind of specific evidence be in hand that 
provides a rational basis for teachers to decide whether individual young- 
sters have or have not mastered specific learning objectives. 


In summary, the instructional responsibilities faced by teachers are de- 
manding. Successful teaching demands a command of instructional skills 
that are critically important. It is not sufficient for a teacher simply to be 
well grounded in the subject matter he or she teaches. Given the diversity 
of the learner population with whom teachers must work, professional 
teaching requires an ability to adapt instruction to an incredible variety of 
situations. For the teacher, this suggests that mastery of the skills of pre- 
paring objectives, diagnosing learners, planning activities, implementing 
programs, and evaluating learners is a necessary adjunct to their mastery 
of the subject or subjects to be taught. 


Teaching is one of the helping professions. It requires many personal 
contacts with young people in the classroom. Certain interpersonal- 
relationship skills are part of the repertoire of all successful teachers. In- 
deed, some have seen the interpersonal relations or counseling function 
of teaching as all but inseparable from the instructional function. Some 
understanding of the emotional condition of youngsters is essential before 
the instructional program can be designed in such a way that learning 
takes place. 

Most secondary schools and some elementary schools have full-time or 
part-time counselors, but the existence of professional counselors in a 
building by no means relieves teachers from counseling responsibilities. 
In the first place, the ratio of learners to counselors is so high in most 
schools that counselors are forced to spend time working with the most 
difficult personal situations of youngsters. They simply cannot spend time 
counseling every learner in the building. Second, because youngsters tend 
to become very well acquainted with their teachers and to feel comfortable 
around them, teachers tend to be sought out by youngsters when they 
have a problem that they wish to talk about. Teachers need to be prepared 
for approaches from learners about personal difficulties. Further, they 
need to know when a problem is beyond their capacity to help and when 
to refer a youngster to a counselor or some other specialist for assistance. 

Good teacher counseling does not simply mean becoming a “friend” of 
the learner. Many beginning teachers confuse the roles of friendship and 
of counseling. A youngster asking for help about a problem is not asking 
for friendship, or, at least, he or she is not looking for a friend in the sense 
that a fellow learner is a friend. The objective of seeking help is to find 
help. Help is sought under the assumption that the teacher is a leadership 
figure capable of providing guidance that might help resolve a problem. 
The youngster looking for assistance from a teacher has different expec- 
tations than he or she would have in a relationship with most friends. 
When inexperienced teachers make the mistake of trying first to act as 
friends rather than leaders, the credibility of their advice is threatened. 
This can undermine the learner-teacher relationship in other areas, as 
learner and teacher roles become confused. 

Many times, teachers do have a relationship to the counseling function. 
The ways in which teachers talk to youngsters, the respect they show 
them in both verbal and nonverbal communication, and other things 
either support the building of the sort of rapport necessary for free and 
open communication or tend to destroy it. Teachers need particularly to 
attend to the possible consequences of their actions for youngsters’ self- 
images. Youngsters’ self-perceptions have a great influence on their pat- 
terns of behavior, Self-images are learned through interactions with oth- 
ers. When the reactions of others are positive, self-images tend to be 
positive. When the reactions of others are negative, self-images tend to be 
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THE ELEMENTS OF INSTRUCTION 


What is wrong with American schools today is that teachers do not know 
their subjects well enough. What we really need are solid historians, 
scholars of English literature, accomplished mathematicians, and trained 
people in the sciences who have some depth in their subjects. If a person 
really knows his or her subject, he or she needs no further preparation for 
teaching. Given such knowledge, he or she knows all that an effective 
teacher needs to know. 


Let’s Ponder 
Read the paragraph above. Then, respond to the following questions. 


1. Do you agree that mastery of subject matter is all a teacher 
has to have in order to be effective in the classroom? Why, 
or why not? 


2. From your own experience as a student do you think most 
problems teachers had in schools you attended related to 
a poor grounding in subjects they were teaching? What evidence 
supports your position? 


3. Think about the tasks of preparing objectives, diagnosing 
learners, planning activities, implementing programs, and 
evaluating learners. To what extent did teachers you had 
perform these tasks? 


4. Considering again the tasks listed in question 3, would some 
instruction you received in schools have been better had your 
teachers paid more attention to one or more of these tasks? 
If so, which ones? 


5. Assume you agree that teachers ought to know how to ac- 
complish each of the tasks mentioned in question 3, How do 
you see yourself now in terms of your preparation to perform 
each of them? Which ones would you suppose would give 
greatest difficulty to beginning teachers? Why? 
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negative. Teachers need to think through what impact their reactions to 
individual youngsters might be having on their perceptions of their own 
worth and dignity. 

Good counseling seeks to help youngsters live and behave in more con- 
structive and satisfying ways. Some youngsters in school never have 
learned how to achieve their own goals. Frequently they do not under- 
stand the consequences of their own actions. In working with youngsters, 
teachers seek to help them clarify their own goals. Then the youngsters 
are helped to focus on the kinds of behavior that seem most logically to 
have potential in facilitating movement toward those goals. When young- 
sters whose traditional patterns of behavior have been a problem begin to 
change, teachers knowledgeable in the counseling function of their profes- 
sional role are quick to provide as much emotional support as possible. 

A basic skill possessed by teachers who perform the counseling function 
well is attending. Attending means listening very carefully and seeing the 
world through the eyes of the youngster with whom they are working. A 
teacher who attends frequently can help youngsters identify critical fea- 
tures of problems and help them sort out potential solutions. 

In performing the counseling function, teachers must above all be per- 
sonally secure people who themselves have positive self-concepts. An 
emotionally crippled teacher is scarcely in a position to help learners with 
serious problems. If the goal is to produce secure, confident, and self- 
assured youngsters, it is only logical that to be successful in leading learn- 
ers to this goal, teachers must be good adult role models for these kinds 
of behavior. 


Large numbers of teachers comment that the administrative and super- 
visory aspects of teaching are among the least enjoyable of their many 
roles. Many complain that so much time is spent on paperwork that more 
important work, such as preparing for lessons and working with individ- 
ual youngsters, is neglected. Clearly the paperwork load of teachers has 
increased in recent years with the expansion of federal programs in the 
schools. Nearly all such programs require a good deal of careful record 
keeping. 

Even without the special paperwork associated with programs under- 
written by the federal government, teachers have a heavy administrative 
work load. Schedules must be developed. Learner records must be kept. 
Materials have to be ordered. Requests for films and other media have to 
be filed. Notes must be kept regarding committee work, school organiza- 
tions, and teachers’ professional groups. Though such tasks are some- 
times not terribly rewarding for the teachers who must do them, they do 
seem to be necessary to assure the smooth functioning of the school pro- 
gram. Many of these duties could be completed by clerks and other indi- 


Teachers” 
Administrative and 
Supervisory 
Responsibilities 


239 


The Roles of the Teacher 


| aE E o 
TEACHERS AS COUNSELORS 


“I view my job as teaching my students algebra. | want them to be able 
to identify critical elements of problems. | want them to become quick 
and confident at factoring. In short, | see myself as a builder of minds. 
| suppose some of my students have problems. | suppose some of them 
come from homes that are less than ideal. But, | don’t want to know 
about that. It might change how | teach. And, after 30 years, | pride 
myself that everyone in my class gets equal treatment.” 


Statement by a High School Mathematics Teacher, 
Let’s Ponder 
Read the statement above. Then, respond to the questions that follow. 


1. How do you react to the statement above? Does knowing some- 
thing about individual youngsters and varying the program to 
meet individual needs constitute unfair treatment for some? 


2. The individual making this statement seems to take rather a 
dim view of the counseling function of teaching? Do you 
agree with his or her position? 


3. When you were in school, were there certain teachers students 
sought out when they had problems? Who were they? Why 
were youngsters attracted to them? 


4. Some student teachers and first year teachers feel that learners 
they teach above all want a teacher who is a “buddy” or a 
“friend.” Do you agree that this is what learners really want? 
Why, or why not? 


5. How does a teacher go about establishing a classroom climate 
where youngsters feel free to chat about personal concerns and 
yet continue to accept the teacher as a leader? 


6. It has been argued that teachers who successfully fulfill the 
counseling role are perceived as leaders by youngsters seeking 
help. How can a teacher be perceived as a leader and, at the 
same time, be seen as someone who is not cold and aloof? 
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viduals, but generally speaking, monies have not been available for this 
purpose. 

: Among the most important of all teachers’ administrative responsibili- 
ties is maintaining accurate attendance records. In most states, school dis- 
tricts receive money from the state based on the number of youngsters in 
attendance. The districts clearly have a heavy financial interest in seeing 
to it that they have dependable records to document the number of 
youngsters that have been claimed for purposes of securing state funds. 
The teacher's daily attendance record in many places is a vital link in this 
documentation chain. Serious errors could result in heavy financial losses 
for the district. 

New teachers sometimes have difficulty in taking accurate attendance 
quickly. Indeed, one of the authors once observed a student teacher who 
regularly required twenty minutes to accomplish this task. Clearly this 
was too much time. It is essential that teachers develop ways to take atten- 
dance as rapidly and accurately as possible. Research has shown that the 
achievement of youngsters correlates with the amount of time they are 
actively engaged in learning tasks. Clearly this time is reduced when the 
teacher takes too much time on a routine task such as taking attendance. 

In addition to attendance, teachers keep records of youngsters’ aca- 
demic progress. There are a number of reasons for keeping this kind of 
information. First of all, this information can be used to review the effec- 
tiveness of the instructional program. For example, if grades or scores on 
a particular section of the course seem unusually low, some revision in 
procedures may be needed the next time this section is taught. 

Court decisions in recent years provide another reason for careful doc- 
umentation of learners’ progress. Several of the cases have involved teach- 
ers who were taken to court by learners (or their representatives) who 
were dissatisfied with grades that had been awarded. In general, courts 
have been reluctant to overturn a grade based on a teacher's judgment 
provided that the teacher has supportive evidence and documentation to 
back up his or her grading decision. 

A good many schools keep cumulative records on learners. A cumula- 
tive record is a file that follows a learner throughout his or her school ca- 
reer (at least, it does so provided the youngster stays in the same school 
district). The cumulative file might contain such information as relevant 
health data, standardized test scores, grades, and assorted other infor- 
mation. Frequently, particularly in the case of elementary-school educa- 
tors, it is part of the teacher's responsibility to keep information current in 
cumulative folders for the youngsters in their classes. Typically entries are 
made only once a year. But if many data have to be entered, updating 
cumulative records can be a very time-consuming, task. 

In summary, administrative responsibilities tend to be professional tasks 
that teachers find challenging. But as they are individuals who work in a 
large governmental enterprise, it probably is idle to suppose that such du- 
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ties may be greatly diminished any time soon. Realizing that in all likeli- 
hood paperwork is here to stay, most teachers try to develop effective 
procedures to deal with this important dimension of teaching. 


It is very common for teachers to be called on to help central district 
administrators with curriculum revision and textbook adoption. In larger 
districts, a teacher might be asked to serve on a curriculum committee or 
a textbook committee consisting of a number of other teachers plus an ad- 
ministrator or two. These opportunities provide teachers with a chance to 
grow professionally by working closely with a large number of other ed- 
ucators. Benefits are particularly likely to accrue to those who have an op- 
portunity to take part in a curriculum development project. Many teachers 
who have been so involved and who have been engaged in writing and 
trying out new materials report that their own instructional practices have 
improved as a direct result of this experience. 

Curriculum work ordinarily does impose additional burdens on teach- 
ers’ time. Frequently committee meetings are held after school. Sometimes 
they even occur on weekends. When meetings take place after school, the 
energy level of the participants, who have been teaching all day, may well 
be at a low ebb. Many who have participated under these conditions re- 
port that they find creative ideas extremely slow to come when they are 
so tired. 

An additional frustration for many teachers when they first become in- 
volved in curriculum work is their feeling of being unprepared for the de- 
mands of their task. Although teachers generally get a reasonably sound 
grounding in basic instructional procedures in their undergraduate prep- 
aration programs, only rarely do they have much course background in 
formal curriculum-development procedures. Lacking a conceptual base for 
this kind of work, some teachers feel frustrated in their inability to artic- 
ulate adequate responses to the ideas of one or two strong-willed individ- 
uals with whom they may be in basic disagreement. Because of their lack 
of expertise in the curriculum development process, many teachers emerge 
from an initial curriculum-development experience feeling that the final 
product is not as strong as it should be. 

Many teachers do try to improve their understanding of curriculum de- 
velopment by taking in-service courses and by professional reading. In 
time, large numbers of them become quite proficient in this area. When 
they become comfortable with the curriculum development process, many 
teachers derive great pleasure from working in their own classrooms with 
programs that they have helped plan and organize. 


Preparation for teaching does not end with the award of a bachelor’s 
degree. Because of the many roles that teachers must play and because of 
the unique demands of every teaching situation, teachers generally find 
a need to continue their professional preparation long after their gradua- 
tion from a college or university. Even teachers who have been in the field 
for many years find themselves confronted from time to time with situa- 
tions that go beyond their present level of expertise. In recent years, for 
example, federal legislation requiring the integration of handicapped 
youngsters into regular classrooms has prompted a massive in-service ed- 
ucation effort designed to reach even teachers with years of successful 
experience. 

In some states, teachers must take additional course work every few 
years in order to keep their teaching certificate in force. Other states re- 
quire teachers who have a baccalaureate degree to take a certain number 
of additional courses in order to change their certificate from a temporary 
to a permanent status. For example, in the state of Washington, forty-five 
quarter hours of college-level work beyond the bachelor’s degree must be 
completed before a teacher is given the standard certificate (the permanent 
certificate in that state). In addition to legal requirements, many school 
districts provide incentives for teachers to continue their professional 
growth. For example, they may offer salary increments for the completion 
of additional hours of course work. 

Traditionally teachers have sought professional growth through courses 
offered by colleges and universities. Courses are taken during the evening 
during those months when school is in session or during summer terms. 
In recent years, some challenges have been made to this approach to 
professional development. Critics have argued that college and university 
classes tend to enroll individuals from a number of school districts. The 
needs of individuals from these different settings may be so different that 
they simply cannot be well served in any one course. 

Further, it has been argued that university and college classrooms tend 
to be too isolated from the “real world” of teaching. Although few teach- 
ers say that educational theory has no importance, many critics of the 
professional growth courses offered by colleges and universities have con- 
tended that too frequently, practical applications deriving from theory 
have been absent from such programs. To meet such criticisms, a number 
of school districts, particularly the larger ones, have begun offering a num- 
ber of professional growth programs of their own. These are usually of- 
fered in schools in the district. Some people argue that these courses 
provide a mechanism for responding well to the real needs of teachers. 
Others contend, however, that some such programs have become so nar- 
row that they fail to broaden the perspectives of the participating teachers. 

There is probably little merit in attempting to determine which side is 
“right” in the debate between proponents of university and college 
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courses as a source of professional teacher development and proponents 
of programs sponsored by local school districts as a source of professional 
development. Some logic does seem to support the idea, however, that 
when the objective is to solve specific local problems, district-sponsored 
programs may be best, and when the objective is to broaden the profes- 
sional horizons of teachers by introducing them to new theories or inno- 
vative practices, college and university courses may be the best answer. 

A third alternative selected by many teachers is wide professional read- 
ing. Though reading for professional development clearly does not have 
the benefit of accumulating credit hours, which, in many districts, may 
translate into higher salaries, it does provide an important resource for 
teachers simply interested in increasing the range of their professional 
competencies. Almost all subject-matter areas have large professional or- 
ganizations that print periodicals dealing with issues of interest to mem- 
bers. These publications and many others are indexed in the Education 
Index, found in many public libraries as well as in nearly all college and 
university libraries. Many of these publications review recent books of in- 
terest to educators that focus on a broad array of themes. 


Teachers can have a great influence on how members of the public view 
the quality of education in a district. This is particularly true of parents. 
When youngsters in school have positive relationships with teachers, they 
tend to like school. When they like school and get favorable grade and 
deportment reports, parents are inclined to be satisfied with the quality of 
instruction their children are receiving. In many respects, then, public per- 
ceptions of education depend on the existence of positive and open com- 
munication between teachers and parents. 

In recent years, a number of trends have acted to decrease the oppor- 
tunities for easy parent and teacher contact, especially in larger districts. 
With increases in size, the physical distance between homes and schools 
has increased. This situation has been compounded by recent decisions to 
bus youngsters to schools far from their home neighborhoods to achieve 
a racial balance in schools throughout entire school districts. This physical 
separation between place of residence and the school has made it increas- 
ingly difficult for parents to get to the school and to know individual 
teachers well. A consequence has been that teachers in many instances 
have come to be viewed as an impersonal arm of distant school adminis- 
trative authorities rather than as “real people” interested in working with 
the youngsters of parents with whom they are well acquainted. 

Certainly many teachers in large urban settings have worked hard to 
maintain strong links with parents. But when such efforts have not been 
undertaken, parents have become suspicious about educators’ perfor- 
mance and, in a few instances, downright hostile. This can be extremely 


PROFESSIONAL GROWTH OF TEACHERS 


“I work with 6th graders. | teach English. Quite frankly, the English 
| learned even during my first two years of college goes far beyond what | 
need to know to work with these youngsters. Certainly, | have never had 
any occasion to draw on my own personal loves, Beowu/f and Chaucer’s 
Canterbury Tales, \ teach grammar. | try to give these youngsters a 
feel for the basic elements of the English sentence. We do a few short 
stories. And, sometimes, we get into a little poetry. 


“Though | do not need additional background in my subject area, the state 
still requires me to take six hours of college course work every three 
years to maintain my certificate. | strongly object to this requirement. 

| do not need the additional English background. Courses in education 
are not helpful to me at this stage of my career. | get along well with my 
students. | have a large file of activities upon which | can draw. | have 
learned how to pace my instruction to accommodate varying situations. 
Though it may seem a little self-serving to say so, | don’t think I really 
need additional professional preparation.” 


Statement of a Middle School Teacher 
Let’s Ponder 
Read the paragraphs above. Then, respond to the following questions. 


1. Do all teachers need additional professional preparation after 
they begin teaching? Why, or why not? 


2, The author of the statement above makes the point that the 
subject matter knowledge needed to work with 6th graders 
does not go much beyond what was learned during the first 
two years of college or university training. Do you agree 
with this statement? Should professional development require- 
ments differ for teachers of different grade levels? 


3. From your recollection of your own teachers, can you think 
of any areas of weakness that might have been improved by 
exposure to a professional development program? If so, 
what would have been the most effective kind of professional 
growth program to overcome these weaknesses? 


4, Some argue that the best kinds of professional development 
programs are inservice programs sponsored by school districts. 
They contend that these programs can best respond to practical 
needs of teachers. Critics of this view suggest that most in- 
service programs are designed to solve problems of the district, 
not necessarily problems of the teachers. What are your feelings 


on this issue? 
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dangerous for educators’ community standing. When parents begin to 
lose their faith in the excellence of the schools, the rest of the community 
is almost certain to follow suit. 

Many prospective teachers and even experienced teachers who were 
raised in middle-class communities find it difficult to imagine groups of 
parents who are not active supporters of the school. This kind of support, 
however, is not necessarily typical of other groups in the society. The ex- 
tent of this problem in some areas was revealed by a survey of parental 
attitudes toward the school taken in an attendance area in a central-city 
zone of a large West Coast city where one of the authors once taught. The 
survey revealed that parents and others in the community viewed the 
school as an institution second only to the police department as a potential 
threat to their style of life. Clearly this situation illustrates the need for 
teachers to work hard to establish open and credible communications with 
the parents of their learners. 

A long-standing vehicle for promoting teacher-parent communication 
has been the parent-teacher organization. PTAs (Parent-Teacher Associ- 
ations), PTOs (Parent-Teacher Organizations), and PTSAs (Parent- 
Teacher-Student Associations) are much more active in elementary schools 
than in secondary schools. In many districts, they provide opportunities 
for parents to work closely with teachers and for both parents and teach- 
ers to develop friendships. A limitation of the parent-teacher organization 
as a public relations forum is that many parents do not attend. Conse- 
quently it is not always clear that the group of generally supportive par- 
ents who do become involved are truly representative of the feelings of 
other parents and of the community as a whole. 

In some districts, an effort to expand contacts with parents has been 
established around the idea of home visitations. Teachers make attempts 
to meet and chat with the parents of youngsters in their homes. A variant 
of this procedure is the small-meeting model, where a few parents are 
invited to meet informally with teachers and principals in a private home 
to chat about any issues that might concern them. 

In general, there have been many attempts to arrange for positive 
teacher contacts with parents. Regrettably many parents never hear from 
a teacher unless their youngster is having some kind of a problem. Un- 
derstandably, given this tradition, a note from school or a call from the 
teacher frequently produces initial anxiety. A parent answering the phone 
and learning that the teacher is the caller may well wonder, “What has 
Joan or John been up to this time?” To break the expectation that a contact 
from a teacher means bad news, many districts now encourage teachers 
to call parents when their youngsters have done some exceptionally good 
work in school. A call or a note from a teacher to convey a message that 
a youngster has done well can be a tremendously effective builder of pa- 
rental support for the school program. 


In addition to formal contacts with parents, teachers communicate al- 
most continuously with parents in an informal sense. For example, com- 
ments written on a youngster’s school papers may be read by parents. If 
the teacher’s comments are insensitive or if there are grammatical errors, 
the teacher, though probably not by intent, has sent a very negative mes- 
sage about the school to the parents. Additionally, if youngsters take 
home written instructions relating to homework that are couched in vague 
language or contain grammatical errors, a similar negative impression will 
result. For large numbers of parents, these informal contacts are the only 
contacts they have with their children’s teachers. Consequently it is essen- 
tial that any materials that may go home with a youngster be prepared 
carefully and reflect a high quality of educational practice. 

In summary, the teacher's role in public relations is not one of aping 
Madison Avenue by developing a slick presentation to “sell” the school. 
Rather, the teacher’s role is to keep communications channels with par- 
ents and other school patrons open so that free exchanges of information 
about the school program can take place. Clearly it is to the long-run ad- 
vantage of teachers to take public relations responsibilities seriously. The 
best guarantee for the sort of quality educational programs that profes- 
sional teachers want is a public that is enthusiastic in its endorsement of 
what teachers and the schools are doing. 


As has been noted, teachers play many roles. Some of these roles have 
little to do with one another and may even be in conflict. Reflecting on 
the range of teachers’ responsibilities, Mace (1979) commented, “Teachers 
are expected to be psychologists, sociologists, social workers, babysitters, 
coaches, club advisors and police. They are also expected to be patient and 
understanding while accepting verbal and physical abuse” (p. 512). 

Meeting these responsibilities places heavy physical and emotional de- 
mands on teachers. Even those who are in good physical condition and 
are used to hard work find teaching much more tiring than they had 
imagined it would be. (This reality frequently comes home with a ven- 
geance to student teachers. Many find that they must go to bed at 7:30 or 
8:00 P.M. to build up enough energy reserves to stand up to a full day of 
teaching. Most build up their stamina and find that they need less sleep 
as the experience goes forward.) 

In recent years, evidence has begun to mount that the pressures of 
teaching take a severe emotional toll on some teachers. There have been 
frequent observations of a phenomenon known as teacher burnout. Usually 
after a number of years of service, individuals suffering from teacher burn- 
out seem to lose their enthusiasm for teaching, undergo some minor per- 
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TEACHERS AND PUBLIC RELATIONS 


Let’s Ponder 
Respond to the following questions. 


1. Do you think teachers ought to have to concern themselves with 
public relations? Why, or why not? 


2. Suppose a large district decided that too many obligations were 
being shouldered by teachers. A decision was made to hire 
five public relations’ specialists to work in each elementary 
school and seven public relations’ specialists to work in each 
secondary school. Teachers were freed from any obligations to 
work actively in parent-teacher groups. In fact, all public re- 
lations’ responsibilities were assumed by these specialists. 


How do you react to this scheme? Would you expect com- 
munity reactions to schools to become better or worse? How 
would teachers react to this idea? 


3. From your experience in school, can you recall some things 
individual teachers did that tended to give parents and other 
citizens the impression that the school was doing a fine job? 
Did all teachers do these things? Why, or why not? 


4. Do you recall any teachers whom you might describe as 
“public relations disasters?” What did they do? What were 
their motives? 


5. Suppose you were asked by your principal to devise a plan to 
improve the image of your school among parents. What would 
your recommendations be? 
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sonality changes, and lose interest in any sort of creativity in the classroom. 
Some burnout cases seem simply to have given up. 

Though there are multiple explanations of burnout, certainly one con- 
tributing factor is teachers’ isolation from continuous contact with suppor- 
tive adults. Teaching can be a lonely profession. Once the day begins, 
some teachers see no adults at all until their teaching duties are over. 
Probably a majority interact with other adults only over a hasty lunch. 
Because of the press of other duties, visits by administrators to classrooms 
are infrequent. Even less frequent are visits by other teachers. With no 
one looking in to see how things are going, some teachers begin to won- 


der whether anyone really appreciates their efforts. Some conclude that it 
makes little difference to anyone whether they are doing their best or just 
getting by. 

Compounding teachers’ isolation is the impression that many teachers 
get regarding “what counts” in terms of administrators’ evaluation of their 
effectiveness. Because of infrequent visits of administrators to observe in- 
struction, many conclude that their skills in helping youngsters learn are 
not considered as important as following school policies, turning atten- 
dance reports and other paperwork in on time, keeping adequate records, 
and accepting extracurricular responsibilities willingly. Whether this is an 
accurate picture of administrators’ expectations is not at issue. The issue 
is that many teachers believe these to be the expectations that “count.” 
Given this perspective, many do develop some serious doubts about the 
professional payoff of staying up till midnight to prepare exciting lessons 
for the youngsters in their classes. 

We would not wish to conclude by leaving an impression that all teach- 
ers lose their enthusiasm for their profession. Clearly this is not the case. 
Many teachers look forward to each day at school with as much enthusi- 
asm at the beginning of their twentieth year as at the beginning of their 
first year. Some experience very few, if any, anxieties arising from the 
multiple roles they must play. But it would be irresponsible to suggest that 
no teachers experience these kinds of problems. Many do. And their con- 
dition represents a real concern of thoughtful educators everywhere. 


Teachers play many roles. They have instructional responsibilities, coun- 
seling responsibilities, professional growth responsibilities, curriculum de- 
velopment responsibilities, public relations responsibilities, and others as 
well. 

In recent years, the instructional role of the teacher has changed from that 
of a dispenser of information to that of an instructional manager. As an in- 
structional manager, the teacher is responsible for creating an environment 
where learning can take place. In this role, teachers determine learning ob- 
jectives, diagnose learners, plan learning activities, implement programs, 
and evaluate learners’ progress. 

Teachers play an important counseling role. Many teachers prefer to seek 
out a teacher whom they know well rather than a counselor when they 
have a problem. Teachers need some basic counseling skills of their own. 
Further, they need to know when to refer a youngster to a counselor for 
more specialized help. 

4 Teachers who do an effective job of exercising the counseling function tend 
to be people who are secure and have positive self-images. They have the 
ability to use rational problem-solving skills. In general, they are models of 
the sorts of behaviors it is hoped youngsters will acquire. 
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5 Many teachers say they do not particularly enjoy the supervisory and ad- 
ministrative tasks they must perform. Protests against “all of the paperwork” 
are heard frequently in teachers’ lounges. Many feel that administrative 
work takes time away from instructional tasks. 
Teachers frequently have a hand in curriculum development efforts. Initially 
such work may be seen as difficult because few teachers during their un- 
dergraduate preparation programs receive much training in curriculum de- 
velopment. Teacher preparation programs typically place a much heavier 
emphasis on instructional skills than on curriculum development. Most who 
do have an opportunity to work on a curriculum development project report 
great professional benefits from the experience once it is completed. 

Teachers have professional growth responsibilities. Many states require 

teachers to return for additional training at colleges and universities period- 

ically as a condition of certificate renewal. In larger districts, extensive in- 
service programs may be sponsored locally. Whether university in-service 

courses or those developed in local districts are better continues to be a 

much debated issue. 

Teachers play an important public relations function. Particularly, the kinds 

of relationships they establish with parents can influence how an entire 

community feels about the schools. Today, with an erosion of the neigh- 
borhood school concept, it is becoming increasingly difficult for parents 
and teachers to come together in nonthreatening situations where firm 
friendships can develop. Many districts are establishing programs that en- 
courage teachers to contact parents when a youngster has done something 
good at school. Traditionally parents have heard from teachers only when 

a youngster is in some sort of trouble. 

9 Some teachers experience ernotional problems arising out of the nature of 
their professional lives. Part of these difficulties may result from role con- 
flicts. Part may stem from the isolated conditions under which many teach- 
ers work. Part may come from feelings, whether accurate or inaccurate, 
that administrators are not really very interested in whether or not perfor- 
mance in the classroom is good or bad. Certainly many teachers do not 
experience problems, but the numbers who do are sufficiently high to rep- 
resent a genuine concern of the profession. 
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Directions: Using your own paper, answer each of the following truelfalse ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


1. Though teachers play many roles, they usually find that 
their college preparation programs have given them ade- 
quate background to feel comfortable in fulfilling all of 
them. 


2. A frequent teachers’ complaint is that they must deal with 
too much paperwork. 

3. Today it is generally recognized that teachers do not ade- 
quately serve the instructional role of teaching when they 
restrict their activities to telling learners information and 
making assignments. 

4. Because many schools have counselors, teachers do not 
have to be much concerned with counseling responsibilities. 

5. The public relations functions of schools are best left to 
professional specialists, and teachers should not be in- 
volved in this area. 

6. Many states require teachers to take course work to main- 
tain a valid teaching certificate. 

7. Because they are involved in a relatively low-pressure 
profession, teachers suffer psychological stress only rarely. 

8. Most teachers report that their evaluation as a “good” or an 
“ineffective” teacher depends almost exclusively on their 
ability to transmit information effectively to the youngsters 
in their classrooms. 

9. Today teachers in large urban areas may find it more diffi- 
cult to establish close relationships with parents than 
formerly. 

10. The phenomenon of “teacher burnout” has become increas- 
ingly common in recent years. 


Teaching places a multiplicity of demands on teachers’ talents. The var- 
ious roles that teachers must play are not even always compatible with 
one another. Consequently many teachers feel a good deal of pressure as 
they attempt to deal with the day-to-day requirements of their profession. 
There is evidence that these pressures are increasing. Particularly alarming 
is the increasing incidence of teacher burnout, a condition some psychol- 
ogists have paralleled with the battle fatigue that afflicts many combatants 
in time of war. 

Among the roles that teachers must play are those involving instruction, 
counseling, administration, professional development, curriculum devel- 
opment, and public relations. The diversity of these roles comes as a sur- 
prise to many beginners. They falsely anticipate that they will spend their 
days almost exclusively on tasks associated with instruction. On the con- 
trary, they will be pulled in many different directions by obligations and 
responsibilities that many may not even have considered during their un- 
dergraduate days. Today the successful teacher has to be able to shoulder 
many responsibilities, adapt to many situations, and exercise leadership 
under a multitude of circumstances. The profession requires individuals 
who are strong-willed yet adaptable to a wide variety of conditions. 
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“Mr. Caperton has got to stop reading so many of these teacher liability 
cases.” 
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Objectives This chapter provides information to help the reader to 


1 Recognize the role of the courts in education. 

2 Understand the purpose of certification and distinguish certification re- 
quirements from graduation requirements. 

3 Note the reasons that teaching certificates can be revoked. 

4 Cite examples of illegal preemployment interview questions and procedures. 

5 Describe the importance of the teaching contract and point out important 

` features of the contracting process. 

6 State the reasons for tenure, describe the grounds for the dismissal of ten- 
ured teachers, and point out the difficulties that go along with the tenure 
system. 

7 Describe several rights of teachers and possible limitations on the rights of 
teachers. 

8 Provide examples of the kinds of negligence that can lead to liability suits. 

9 State the bases for malpractice suits against teachers. 

10 Describe several problems that may result from the use of corporal pun- 
_ ishment as a disciplinary device. 


Pretest Directions: Using your own paper, answer each of the following true false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


1. Teachers, just like other professionals, may be sued for 
negligence. 

2. Teachers cannot be held to standards of conduct different 
from those of the general public. 

3. Teachers’ certification is automatic and is synonymous with 
college graduation. 

4. An individual who signs a contract and who does not pos- 
sess a valid teaching certificate may be subject to forfeiture 
of salary. 

5. A superintendent of schools has the legal authority to grant 
contracts to teachers. 

6. Oral contracts are usually not permitted in education. 

7. Once a teaching certificate is granted, the requirements for 
Anges cannot be changed, and the teacher is certified 

or life. 

8. It is permissible for an individual to sign more than one 
teaching contract and then choose to fulfill the one that of- 
fers the best terms. 

—— 9. Tenure guarantees career-long employment. 
——— 10. Tenure provides for dismissal when incompetence can be 
demonstrated. 
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11. A common ground for liability suits is a teacher's failure to 
discharge his or her responsibility by being absent from his 
or her assigned teaching station. 

______ 12. Teachers cannot be held liable if they fail to instruct young- 
sters properly before an activity begins that results in a 
learner's injury. 


Rules for Teachers—1872 (Source Unknown) 


1. Teachers each day will fill lamps, clean chimneys. 

2. Each teacher will bring a bucket of water and a scuttle of coal for 
the day’s session. 

3. Make your pens carefully. You may whittle nibs to the individual 
tastes of the pupils. 

4. Men teachers may take one evening each week for courting pur- 
poses, or two evenings a week if they go to church regularly. 

5. After ten hours in school, the teachers may spend the remaining 
time reading the Bible or other good books. 

6. Women teachers who marry or engage in unseemly conduct will be 
dismissed. 

7. Every teacher should lay aside from each paycheck a goodly sum 
of his earnings for his benefit during his declining years so that he 
will not become a burden on society. 

8. Any teacher who smokes, uses liquor in any form, frequents pool 
or public halls, or gets shaved in a barber shop will give good rea- 
son to suspect his worth, intention, integrity, and honesty. 

9. The teacher who performs his labor faithfully and without fault for 
five years will be given an increase of twenty-five cents per week in 
his pay, providing the Board of Education approves. 


A brief review of the literature reveals a dramatic transformation in 
teachers’ rights over the last century. In recent years, court decisions have 
had an enormous impact on all phases of professional education. For ex- 
ample, court dockets have been filled with litigation centering on such 
diverse issues as desegregation, busing, attendance boundaries, school fi- 
nancing, bilingual instruction, » educational programs for handicapped 
youngsters, students’ rights, teachers’ rights, malpractice, and teacher 
negligence. The patterns of decisions in these cases have important im- 
plications for teachers. Therefore teachers today must be well versed in 
the legal issues relating to their profession. 

Though the courts have been involved in some educational policy de- 
cisions for years, there has been a great acceleration in litigation concern- 
ing schools in recent times. Not all educators have been happy at this turn 
of events. Indeed, some decisions have so frustrated educators that certain 
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vocal administrators and teachers have suggested that the courts are the 
source of many problems that face the schools today. They have taken the 
position that the courts have unjustly interfered with the operation of the 
educational system. In part, the response of these educators results from 
their frustration in dealing with angry parents who blame professional ed- 
ucators for certain court-mandated practices that some parents find objec- 
tionable. There is a sense that—to a degree, at least—court actions may be 
undermining public confidence in school leaders. 

Others within education, while appreciating the frustrations of their col- 
leagues who have spoken out against many court decisions, recognize that 
a citizen’s right to seek redress in a court of law is a basic American right. 
They point out that the courts do have a legitimate role in the resolution 
of educational conflicts as well as other conflicts in the society. These 
professionals argue that what teachers need is a better understanding of 
the legal environment within which they function as professionals. Armed 
with such insights, they will have a better framework for understanding 
how the actions of the courts fit into the general system of justice that 
undergirds both professional education and the society within which it 
operates. 

In this chapter, some basic information about legal issues is provided. 
This information will be useful to you as you continue your teacher prep- 
aration program and begin working in the schools as a full-time profes- 
sional. Issues related to teachers’ certification, teachers’ contracts, and 
teachers’ rights and responsibilities are introduced. Special attention is di- 
rected to the thorny problem of teachers’ malpractice and negligence. 


One of the first items of importance as you begin thinking about legal 
documentation for teaching is your teaching certificate. Many university 
students mistakenly believe that a program leading to a bachelor’s degree 
automatically qualifies them for a teaching certificate. Though there is a 
relationship between the degree and the certificate, they are two quite dis- 
tinct documents. Each has a separate set of requirements. Each is issued, 
typically, by a different agency. The degree is awarded by your college or 
university; the certificate is awarded by the state in which you will be li- 
censed to teach. In going through your undergraduate program, it is es- 
sential that you check both on your progress toward your degree and your 
progress toward meeting state certification requirements. Generally col- 
leges and universities set up their undergraduate programs so that many 
degree requirements and certification requirements can be met concur- 
rently, but this is not always the case, and you should check to see what 
the situation is at your own institution. 

Teachers’ certification developed from a need to ensure that certain 
minimum standards of quality would be met by all people employed as 


teachers. Before the certification movement swept the country, many 
teachers had no adequate preparation. Though debates continue about 
exactly what should be required for certification, almost no one argues 
that teachers’ certification should be abandoned. Generally there is agree- 
ment that teachers’ certification has done a good deal to improve the qual- 
ity of instruction in the nation’s schools. 

Certification is a function of state government. Each state legislature es- 
tablishes standards for certification in its state. These standards change 
from time to time. Though there are similarities in certification patterns 
among the states, each state’s certification requirements differ slightly 
from those of any other state. For specific information about the require- 
ments in a state where you may be interested in teaching, you should 
write to the state department of education. (This information may also be 
available from those in the education department on your own campus.) 

Though each state has a unique set of certification requirements, this 
does not mean that you have to start all over again should you be certified 
in one state and wish to accept a job in another state. Most states have 
reciprocal certification agreements. This means that if you are given an 
initial teaching certificate in one state and wish to teach in another, the 
second state will ordinarily grant you an initial teaching certificate allow- 
ing you to teach in the schools of that state. This second state may require 
you to take one or more specified courses within a given period of time 
to maintain the validity of your certificate. Typically these course require- 
ments are not oppressive. Very frequently, little is required other than a 
course in the history or government of the state in which you are teaching. 
Today there is a great deal of migration across state lines. Once you have 
your certificate, it is fair to say that you will not experience great difficulty 
in obtaining a certificate to teach anywhere in the country. 

A teaching certificate is essentially a license. A certificate permits you to 
perform certain functions, but it does not confer an absolute right. This 
means that a state may legally alter certification requirements without hav- 
ing to worry about depriving an individual of a right without due process 
of law. In this respect, a teacher's certificate is somewhat similar to a 
driver's license. A driver's license gives the holder a right that is exercis- 
able throughout a state, but the state may change its standards for licens- 
ing and require all drivers to meet these new standards. Similarly, 
qualification for a certificate at one time does not necessarily ensure that 
the certificate holder will not have to meet new requirements established 
at a later date. In practice, few substantial changes in certification require- 
ments affect those with certificates in hand. For political reasons, state leg- 
islatures find it easier to pass changes in certification requirements by 
exempting those already holding certificates from many, if not all, of the 
new requirements. X i 

Most states require individuals to possess a valid teaching certificate be- 
fore they can be employed. In some states, if an individual who signs a 
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CERTIFICATION AND YOU 


Certification is a function of the state. Though there is some commonality 
in practices among states, no two states have exactly the same set of re- 
quirements. Ordinarily teacher certification requirements are mandated 
by the state legislature. Administration and enforcement typically is the 
responsibility of the state department of education. 


Let's Ponder 


Consider the teacher certification in your state and find answers to the 
following questions: 


1. What is the teacher certification agency in your state? 


2. How does your college or university handle certification re- 
quirements? 


3. What are the minimum professional certification requirements 
for your state? 


4. Does your state have any personal standards that must be met? 
What are they? 


5. Does your state administer any kind of an examination people 
must take and pass before qualifying for a teacher certificate? 


6. Under what conditions can a teacher certificate be revoked in 
your state? 


7. How have certification standards in your state changed in recent 
years? Are any other changes pending? 


8. What kinds of certificates are there for teachers? How long is 
each type valid? What are the qualifications for each? 


9. Are there provisions for renewal of teacher certificates? If 
so, what are they? 


i 
FIGURE 11-1 


teaching contract does not have a valid certificate, the district may be pro- 
hibited by law from paying his or her salary. A number of court cases 
have declared individuals who sign contracts without having proper cer- 
tificates to be “volunteers” who have donated their services to the district. 


Such voluntarism can be a very expensive proposition, and the costs in- 


volved point up the extreme importance of meeting all certification re- 
quirements before contracting for employment as a teacher. 

In many states, teaching certificates are issued for a given number of 
years. Various procedures are provided for renewal. Typically these re- 
quire teachers to complete a certain number of professional development 
courses and to provide evidence of satisfactory performance. It is impor- 
tant to note the expiration dates of certificates. Signing a contract with an 
expired certificate is no different from signing a contract with no certificate 
at all. Generally school-district personnel offices, particularly in the larger 
districts, will provide the teacher with reminders when the expiration date 
of her or his certificate is approaching. 

A number of benefits accrue to the holder of a teacher's certificate. 
Teachers with certificates receive either the state-mandated minimum sal- 
ary or that salary plus any supplements provided for in the locally 
adopted teachers’ salary schedule. The certificate provides the holder with 
an “assumption of competence.” Thus a charge of incompetence must not 
be capricious and must be proved by any who makes the charge. 

The assumption of competence provided by the teacher's certificate ex- 
plains the great interest in the issue of standards of teacher preparation. 
Administrators, teachers’ professional organizations, colleges and univers- 
ities, and indeed the entire professional educational community are con- 
cerned that those certified as teachers will be able to perform their duties 
at a satisfactory level of competence. When certified teachers are found to 
be incompetent, the entire profession suffers. Concern about professional 
credibility prompts a great deal of interest in patterns of teacher preparation. 

Across the nation, two common organizational arrangements for mon- 
itoring the quality of teacher preparation programs are in evidence. The 
first of these might be called the program approval pattern. Where program 
approval patterns are used, colleges and universities interested in teach- 
ers’ education must develop a proposed program and submit it to the state 
department of education for approval. Typically the state department 
sends a team to visit these institutions to review the proposals. If the team 
approves of what is being proposed, a recommendation urging support of 
the proposed program(s) is made to the state board of education. If the 
board gives its approval, then the institutions have an “accredited” or ap- 
proved teacher education program. 

These institutions may then begin preparing individuals for careers in 
teaching. When an individual has met all program requirements, then the 
college or university “recommends” him or her for a teaching certificate. 
The certificate itself is awarded not by the college or university but by the 
state. Ordinarily, however, this is a routine matter once the recommen- 
dation has gone forward from the college or university. _ 

In program approval arrangements, quality control is maintained by pe- 
riodic visits of teams from the state department. Though times vary, a visit 
once every five years would be fairly typical. During these visits, members 
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of the team attempt to determine whether the college or university is 
doing what it has been approved to do in its official teacher-education 
program. Some weeks or months after the team visit, an institution is 
reaccredited, put on probation, or denied authority to continue its teacher 
preparation program. 

A second pattern of certification approval is represented by the profes- 
sional review board. Under this system, students are not recommended by 
their individual institutions. Rather, they or their colleges and universities 
send all relevant materials to a central professional review board. Typically 
this board sits in the state capital. The review board examines all relevant 
materials and makes the decision to certify or not to certify. There is much 
less work for the individual college and university staff in this pattern. The 
colleges and universities do not themselves do a great deal of checking to 
see that “approved programs” have been completed and do not assume 
the responsibility of “recommending” people for certification. Rather, the 
colleges and universities simply act to funnel information about the stu- 
dents to the state professional review board, where the recommendation 
decisions are made. 

In general, in areas where a program approval method is used, there 
are greater differences in teacher preparation programs among the indi- 
vidual colleges and universities. Each may propose a unique set of learn- 
ing experiences for prospective teachers. If approved, a wide variety of 
individual programs may operate in a state. A student satisfying the re- 
quirements of any one of them will qualify for a certificate. In the model 
of the professional review board, all certification decisions are made by 
one central agency. All colleges and universities have to provide experi- 
ences that this board will find acceptable. Consequently there tends to be 
much less diversity among the programs at different colleges and uni- 
ae in areas where certification is passed by a professional review 

Certificates can be terminated for reasons other than simply expiring. 
The conditions under which certificates can be revoked vary considerably 
from state to state. Generally, conviction of crimes, public immorality, and 
extreme examples of socially unacceptable behavior are regarded as legit- 
imate causes for the revocation of a certificate. State legislatures, reflecting 
the concerns of their constituents, have perceived teaching as a unique 
profession. Teachers, because of their contact with impressionable young 
people, are generally expected to adhere to higher standards of personal 
conduct than might be expected of the general population. 


Once you have qualified for certification (or are about to qualify), the 
next step is to begin interviewing with school districts. The conditions of 
employment between a teacher and a district are specified in a written 


document called a teacher's contract. The contract and the process of ob- 
taining a contract are surrounded by some important legal considerations. 

First of all, you need to be aware of some considerations relating to in- 
terviewing for a position. With the recent growth of litigation in the area 
of civil rights, a good deal of interest in proper hiring procedures has de- 
veloped. This interest, among others, has manifested itself in numerous 
laws prohibiting discrimination in employment. For example, the Wash- 
ington State Law Against Discrimination (RCW 49.60) makes it an unfair 
practice for an employer of eight or more employees to 


use any form of application for employment, or to make any inquiry in con- 
nection with prospective employment, which expresses any limitation, speci- 
fication, or discrimination as to Age, Sex, Marital Status, Race, Creed, National 
Origin, Color, or the Presence of Sensory, Mental or Physical Handicap, or any 
intent to make any such limitation, specification, or discrimination, unless 
based upon a bona fide occupational qualification. 


In plain English, the questions asked must have a demonstrated rela- 
tionship to the job. For example, a question regarding a physical handicap 
would not be legal unless such a handicap would prevent the accomplish- 
ment of tasks associated with the position being sought. 

Most states have laws similar to the Washington statute. This legislation 
has placed a large number of restrictions on the topics that school person- 
nel people can raise during interviews with candidates for teaching posi- 
tions. Though practices vary from place to place, generally questions 
regarding marital status, pregnancy, age, and religious preferences can no 
longer be asked. Additionally these statutes have led many districts to 
drop the formerly almost universal practice of requiring applicants to at- 
tach a personal photograph to their official application materials. A result 
of the legislation has been to force school districts to think through much 
more carefully the real demands of the positions for which they are seek- 
ing applicants. As a result, today’s interview questions are much more 
clearly focused on the demands of the position itself than on extraneous 
matters. If, during an interview, you feel that you have been asked ques- 
tions that could result in a failure to hire you on the basis of something 
other than your qualifications for the job, you should contact the human 
rights commission in your state for assistance. You may have a legal 
remedy. 

Suppose you have been interviewed and, subsequently, an employ- 
ment offer is made to you. Your next step involves signing a contract with 
the local school district. A teacher's contract is a legally binding document. 
It sets forth your rights as a teacher and the district's rights as an em- 
ployer. It also places obligations on both parties. For example, in some 
places, the failure of a teacher to honor a signed contract and report to 
work at the place contracted can result in revocation of the teaching cer- 
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LEGAL LIMITS OF QUESTIONS IN INTERVIEWS 
OF TEACHER CANDIDATES 


Ms, Lee Jamison was being interviewed for a position as third grade teacher 
in asmall ruralcommunity. A representative from the school disctrict 

had come to her campus, and the interview was conducted in a room in 

the teacher placement center. Among others, Ms. Jamison was asked the 
following questions: 


1. What kind of an approach do you recommend for your reading 
program? 


2. How do you feel about corporal punishment and the whole 
general area of discipline? 


3. How regular is your church attendance? 
4. Would you ever buy beer or wine in a local grocery store? 


5. If you were assigned to manage the playground, what would 
you do? 


6. How could you improve relationships with parents of your 
youngsters? 


7. If you have a boy friend, do you have any immediate plans of 
getting married? 


8. How long do you expect to be a teacher? 


9. We would like to start a laboratory program for part of third 
grade science. How would you feel about that? 


10. Would you spend most weekends in our community or would 
you be more likely to drive to the city? 


Let's Ponder 


Consider the questions asked by the interviewer and respond to the 
following: 


1. Are all of the above questions appropriate? Are all of them 
likely to be legal? 


2. Which questions in the list above do you believe to be most 
legitimate? Why do you think so? 

3. Which questions in the list above do you believe to be least 
legitimate? Why do you think so? 

4. How would you respond to an interviewer asking questions that 
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tificate. Should you sign a contract and then receive a much more hand- 
some offer from a second school district, it is a very poor practice to sign 
the second contract. To do so would put you in the illegal posture of being 
obligated to perform duties simultaneously in two locations. Should you 
really wish to accept the second position, the proper procedure is to call 
the first district and ask whether you might be released from your first 
contract “without prejudice.” Though there is no guarantee that the dis- 
trict will honor your request, in most cases it will. The first school district, 
after all, is not likely to get a first-class effort from a teacher who really 
wishes to be working elsewhere. 

Teachers’ contracts are governed by state regulations. These laws spec- 
ify, among other things, the party who represents the state in the agree- 
ment. That is, they indicate who contracts with the teacher for his or her 
services. Many beginning teachers mistakenly assume that the state has 
authorized principals or superintendents to be official representatives in 
the contracting process. They presume that once a contract has been offered 
by a superintendent (or by one of his agents, for example, a personnel 
director), the contract becomes binding as soon as the candidate signs it. 
In fact, the legal agent for the state in almost every case is not the super- 
intendent but the school board. Generally the contract becomes binding 
only when the school board votes its approval. This is an almost automatic 
procedure once a candidate has been recommended by the superinten- 
dent's office, but if for some reason the board does not approve the con- 
tract, the contract, in fact, does not exist. The new teacher, then, needs to 
be sure that the board has acted favorably on the contract before she or 
he can be sure of the position. 

Sometimes the issue of “oral” contracts arises. That is, sometimes ap- 
plicants believe that a spoken offer of a position constitutes a binding con- 
tract. Legally the oral contract simply does not exist, so it is imperative 
that all terms discussed in an interview be included in the written contract 
that is approved by the school board. For example, if an interviewer sug- 
gests that the regular salary will be augmented by $700 additional com- 
pensation for bus supervision duty, the written contract must also contain 
this proviso. Otherwise, the district is under no legal obligation for the 
extra compensation. The teacher must read the contract very carefully to 
be sure that all special situations have been included before signing it and 
sending it on to the school board. 


Tenure has been much discussed in recent years. In general, tenure 
means that once a teacher has performed satisfactorily for a prescribed 
number of years (frequently three or four), the teacher has an automatic 
right to be rehired unless he or she can be found legally unfit to continue 
teaching. Though teachers clearly like the idea of tenure as providing 
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some stability in their careers, many critics suggest that tenure laws too 
frequently protect incompetent teachers. Further, by insulating teachers 
from the public, these critics allege, schools fail the test of public 
accountability. 

Tenure laws have not always been with us. In the early days of Amer- 
ican education, teachers were a very transient and mobile group. Only 
rarely did a given teacher remain for a long time at a given school or even 
in a given community. Early pressures for establishing some kind of a ten- 
ure system came out of a realization that educational continuity was lost 
when the teachers within a given school or school system were contin- 
ually changing. 

Teachers themselves were interested in improving the stability of their 
lives. Without tenure, they served solely at the pleasure of a school board 
that could refuse to rehire them and was not even obligated to provide 
them with the reasons. In this environment, many teachers felt their civil 
rights threatened in that freedom of expression could result in the depri- 
vation of a livelihood, should some school board member be unhappy 
with something they said or espoused. Tenure was instituted to insulate 
teachers from some of these pressures and to provide them with some 
professional stability. 

Tenure is not identical with a lifetime contract to teach in a given school 
district. Most tenure laws include a number of circumstances that allow 
for the dismissal of a tenured teacher, such as (1) evidence of gross incom- 
petency, (2) physical or mental incapacity, (3) neglect of duty, (4) conviction 
of crimes, and (5) other enumerated causes. 

Legally, tenure laws provide teachers with the right to learn the reasons 
for any potential dismissal action and the right to due process of law 
should they wish to contest any dismissal action. In operation, the system 
is simple. A new teacher typically serves a probationary period during 
which he or she is nontenured. During this period, the teacher’s contract 
is renewable annually at the pleasure of the board. If the teacher is not 
offered a new contract, the board is under no obligation to give the rea- 
sons. The intent is for the school district to evaluate new teachers during 
this probationary period before they are given the full rights of tenure. 

Once a teacher has become tenured, the dismissal procedures are quite 
different. Basically the district must “show cause” and be able to docu- 
ment any charges made against the teacher. Also, certain procedural steps 
must be followed to assure that the teacher’s due-process rights have not 
been violated. Ordinarily this procedure requires (1) early notification of 
the intent not to rehire, (2) a written statement of any charges in time for 
the teacher to respond, (3) a formal hearing where the teacher may re- 
spond to the charges and be represented by legal counsel, and (4) provision 
for judicial review of the entire proceedings. 

Some school officials complain that the probationary period before a 
teacher becomes tenured is too short. Teachers have countered this ar- 


gument by saying that the fundamental problem is not that the period is 
too short but that administrators fail to provide the kind of supervision 
necessary to help a teacher with some initial problems to become a strong, 
contributing member of the profession. Frequently, teachers have argued, 
administrators lack adequate information to make recommendations to a 
school board to deny tenure. As a result, some individuals’ are denied 
tenure who are high-quality teachers, and some others are granted tenure 
who are only marginally effective teachers. 

To put this entire discussion of tenure into perspective, it is well to re- 
member that the vast majority of individuals who choose a career in teach- 
ing do attain tenure. But because of the anxieties associated with the 
process, the issue of tenure always prompts much debate. In general, the 
discussion focuses on the question of whether tenure promotes high-qual- 
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ity education. Supporters say that tenure provides for stability and thus 
serves the end of “quality.” Critics counter that the system protects the 
weak teacher, who, once tenured, cannot easily be removed. Countless 
arguments have been piled up on both sides of the issue. Tenure repre- 
sents one of those issues in education destined for almost continuous dis- 
cussion, even though almost no one really expects one side to truly win 
the day. 


For years, teachers were regarded as a very passive group. Critics said 
that they put up with conditions that would have prompted militant ac- 
tion from most other people. In recent years, however, teachers have been 
much more willing to take action to support cherished positions. Particu- 
larly, they have been willing to go to court when they have perceived a 
potential threat to their constitutional rights. 

The case of Tinker v. Des Moines Independent Community School District 343 
U.S. 503 [1969], though brought by students not teachers, had a great im- 
pact on teachers’ rights as well as learners’ rights. The case involved a 
school district decision to ban the wearing of armbands as a demonstra- 
tion of protest against the Vietnam war. The Supreme Court held against 
the district and for the students, contending that neither students nor 
teachers lose their constitutional rights by virtue of their association with 
a school. Teachers and learners, then, enjoy the same rights and restric- 
tions on freedom of speech as other citizens. 

The free speech rights of teachers were affected greatly by the landmark 
decision in Pickering v. Board of Education of Township High School District 
205, Will County 391, U.S. 563 [1968]. Pickering, a teacher, had written to 
the local paper criticizing the allocation of school funds. For this action, he 
was dismissed by the school board. The Supreme Court held that Pick- 
ering enjoyed the same constitutional right as any other citizen to partic- 
ipate in the public debate of a political issue. Generally the courts have 
supported the line of thinking laid down in the Pickering case. 

One general limitation on the extent of freedom of speech enjoyed by 
teachers is that exercise of this freedom must not interfere with the 
teacher's ability to perform his or her job and must not interfere substan- 
tially with the entire school operation. This reservation was suggested in, 
among other cases, Givhan v. Western Line Consolidated School District 47 
U.S.L.W. 4102 [1979]. Givhan, a teacher, was not rehired. One of the rea- 
sons given was that she had made a number of private complaints to her 
principal. The Supreme Court ruled that her private expressions of opin- 
ion to her employer were protected by the First Amendment. The court 
went on to note that teachers’ speech may be restrained or punished, even 
by dismissal, if the expression hinders the performance of the teacher or 
generally interferes with the regular operation of the schools. The impli- 


O (OOS 
TO TENURE OR NOT TO TENURE 


It has been argued that tenure systems accomplish the following: 


1. They encourage teacher creativity by allowing introduction of 
new materials and methods without fear of reprisal. 


2. They help teachers keep free from intimidation by teachers’ 
professional groups. 


3. They insulate teachers from political pressures in the com- 
munity. 


4. They protect teachers from arbitrary actions of school board 
members who may have personal grievances against them. 


5. The prevent wholesale firing of teachers after a schoo! board 
election that results in a large number of new board members 
who may wish to employ their friends. 


6. They allow teachers to maintain classroom control and to treat 
all youngsters the same regardless of the political influence of 
their parents. 


Let’s Ponder 
Look at the items above and respond to the following questions; 


1. Do you agree with all of the items above? If not, which items 
do you agree with? Why? Which items do you disagree with, 
Why? 

2. Some have said tenure laws protect incompetent teachers? 
Do you agree or disagree? Why? 

3. Were there no tenure laws, do you suppose there would be any 
difference in the kind of individual attracted to teaching? If 
yes, what would that difference be? 

4. What is your personal reaction to tenure laws? Why do you 
feel this way? 

——————$_ === eal 
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cation is that teachers may make complaints, but they must be made at 
the proper time, in the proper manner, and at the proper place. 

A number of cases have come to the courts centering on the general 
issue of the alleged immoral behavior of teachers. Traditionally the courts 
have dealt quite severely with teachers who have been found guilty of 
behavior regarded as “immoral.” The difficulty here is that the definitions 
of moral and immoral are fuzzy. Indeed, conceptions of morality and im- 
morality seem to undergo dramatic changes over time. Additionally, 
something considered immoral in one place may appear quite acceptable 
to people in another community. This general area creates a good deal of 
difficulty for new teachers, who have problems discerning the exact defi- 
nition of moral behavior in the district where they are employed. Not a 
few individuals find their careers on the line when they have done some- 
thing that, unknown to them, has violated a strong community standard. 

In general, the courts today seem to be judging teachers’ behavior more 
and more in the light of how that behavior relates to the teachers’ effec- 
tiveness in the classroom and with others in the school system. If behavior 
that the community perceives as deviant takes place in public and results 
in widespread public outrage, the courts have tended to sustain the 
teacher’s dismissal by the school board. On the other hand, should the 
behavior not be a public affair and should there be no clear and obvious 
impact on the school or the community, the courts have tended to sustain 
the teacher’s employment rights against any dismissal action of the school 
board. Two examples illustrate the difference in patterns of court reactions 
to (1) teachers’ behavior accompanied by clear and hostile public outcry 
and (2) teachers’ behavior accompanied by no clear and hostile public 
outcry. 

One school board learned that a female teacher was living with a man 
to whom she was not married. The school board dismissed her. During 
court proceedings, it was revealed that many students had visited the 
teacher at her home when the man with whom she was living was pres- 
ent. The court in this case upheld the dismissal ruling. Because of the in- 
volvement of youngsters in her “unacceptable” lifestyle, the court ruled 
that there was a relationship between her out-of-school behavior and her 
teaching effectiveness. 

In another case, a female teacher, unmarried, became pregnant. She 
was dismissed by the school board. The court determined that she had 
continued to teach long after her pregnant condition became common 
knowledge. Further, the court learned that there had been no complaints 
from parents or others in the community during this time. The court ruled 
to overturn the school board’s dismissal decision and to reinstate the 
teacher. This ruling was based on a perception that there had been no 
breakdown in the individual's ability to teach nor in her relationship with 
learners, other teachers, or community members. 


A similar line of judicial thinking has been involved in cases focusing 
on teachers’ use of marijuana. In general, the courts have ruled in favor 
of teachers who have appealed schoolboard dismissal rulings when such 
teacher actions have not been accompanied by a great deal of adverse pub- 
licity and by a demonstrated interference with instructional capabilities. In 
cases where there has been a good deal of community uproar and many 
complaints against the teacher, dismissals have been upheld. 

Teachers’ sexual preferences have come in for a good deal of attention 
in recent years. A number of cases involving homosexual teachers have 
received a good deal of attention in the press. Though the number of cases 
has not been very large, the issue of negative publicity (somewhat similar 
to the decision rules being followed in most teacher “immorality” cases) 
seems to weigh heavily in the courts’ decisions to support or not to sup- 
port the dismissal decisions of school boards. In general, it seems that 
homosexuality in and of itself has not been found sufficient cause for dis- 
missal. But when the homosexuality becomes public knowledge and, even 
more importantly, a public issue, there may be grounds for a dismissal that 
the courts would sustain. In general, those teachers who proclaim their 
homosexuality in a public forum, or who engage in public homosexual 
acts, or who attract negative publicity because of their homosexuality may 
be subject to dismissal from their teaching positions. 

A number of cases have come to the courts because teachers have in- 
troduced materials into the classroom that have allegedly been “offensive” 
or “immoral.” In general, the courts have ruled against teachers whose 
dismissal has resulted from their classroom use of films or other materials 
that have been found offensive by community standards. In making these 
decisions, the courts have weighed such considerations as (1) the purpose 
of the materials, (2) the legitimacy of the use of these as opposed to alter- 
native materials, and (3) the age of the learners exposed to these materials. 
In large numbers of districts, instructional material that is to be used in 
the classroom is subject to school board approval. To protect himself or 
herself from potential legal action because of the use of “unacceptable” 
material, the teacher should be sure that any materials intended for class- 
room use have received appropriate school board clearance. 


In recent years, the incidence of litigation against teachers has increased 
dramatically. Some believe that this increase has resulted because of a gen- 
eral erosion of public confidence in the schools. Others feel that it is a 
function of the increase in the sizes of the schools. Large schools may 
make individuals feel that they are dealing with a cold, remote institution. 
Teachers may be seen as agents of this institution rather than as warm- 
blooded human beings. For whatever cause or causes, teachers are being 
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PERSONAL STANDARDS OF TEACHERS 


Teachers are not like other people. Teachers are special. They work with 
our children. They provide models for our children. They suggest to our 
children what we hope they will become in the future. Truly, the teacher 
is a very special human being. 


We do not want just anybody for a teacher. We cannot tolerate just any- 
body for a teacher. The teacher cannot be just “average” or ‘‘typical.” 
We don’t want teachers to simply mirror our society. We want them to 
be a beacon for children to guide them to a better future. Particularly, 
teachers’ moral behavior has to be a step ahead of the “average.” It should 
be impeccable. It should provide an inspirational model for our young 
people. An individual who is not willing to bear this moral burden has no 
business in teaching. If, despite our efforts, he or she does get into the 
profession, we should do all in our power to remove him or her from a 
profession that needs to set a standard for the future and not reflect an 
average of an admittedly deficient present. 


Let’s Ponder 
Read the paragraphs above and respond to the following questions: 


1. How do you react to the general position taken in the paragraphs 
above? 


2. Should higher standards for teachers be expected than for other 
professionals? 


3. Do you think setting rigid behavior standards for teachers, even 
more rigid than they are today, would attract fewer or more 
people into teaching? 


4. Should the society have any moral expectations of teachers at 
all? Why, or why not? 


5. Do youngsters learn their moral standards from teachers? Why, 
or why not? 


FIGURE 11-5 


taken to court today in alarmingly high numbers. The issues involved in 
these suits cover a range so broad as to all but defy attempts at 
categorization. 

For example, one higher education student today seeks over $85,000 in 
damages from a university for the mental anguish suffered when an in- 


structor awarded him a “D” rather than the “A” he was expecting in a 
course. In another case, a teacher was sued when a girl broke her finger 
trying to catch a ball during a school softball game. Those bringing the 
suit alleged that she had not received Proper instruction on how to catch 
a ball. In still another action, the parents of a student were awarded 
$500,000 because their child was assigned by mistake to a class for men- 
tally retarded students.* 


Not surprisingly, many teachers today worry a good deal about the pos- 
sibility of being sued. There is little doubt that the increase in litigation 
involving teachers has made many teachers less inclined than they were 
formerly to try activities that have even the remotest possibility of leading 
to a learner's injury. One school district, for example, forbade the English 
teacher to allow a class of high school seniors to walk two blocks from the 
school to a movie theater to see a special showing of Romeo and Juliet. The 
administrators feared that a student might turn an ankle while stepping 
down from the curb, and the teacher and the district might be sued. In- 
stead, buses were called in to ferry the students the two blocks from the 
school to the theater. 

Though it is difficult to categorize the lawsuits against teachers, there 
do seem to be two general areas attracting more litigation than others: law- 
Suits directed against alleged negligence and lawsuits directed against al- 
leged use of excessive force to discipline learners. Let us look in detail at 
the issue of negligence. 

Negligence can be defined in three basic ways. Negligence as “misfeas- 
ance” occurs when an individual acts in an improper manner. Negligence 
as “nonfeasance” means a failure to act when there is a duty to act. Neg- 
ligence as “malfeasance” occurs when the individual acts deliberately in 
an improper manner. 

Misfeasance cases usually concern situations where the teacher does 
take action but does so unwisely and without taking appropriate safe- 
guards. In cases of misfeasance, the teacher’s motives may have been be- 
yond reproach, but whatever action was taken resulted in harm to the 
learner. For example, a teacher might send a youngster on an errand with 
a glass container. Should the youngster fall and be cut by the glass, the 
teacher may be guilty of misfeasance. 

Nonfeasance cases usually involve something that happens to a young- 
ster when a teacher is absent from his or her place of responsibility. Typ- 
ically a problem develops when the teacher has left the classroom 
unsupervised for a period of time. The issue at stake is not whether the 
teacher was absent (this is assumed) but whether there was reasonable 
cause for this absence. For example, an emergency such as a fire in a la- 
voratory across the hall from a teacher's classroom might be regarded as 
a “reasonable cause” for the teacher to absent himself or herself from the 
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271 


Teaching and the Law 


272 


Teachers 


classroom. But if the teacher had left the room simply to enjoy a quick cup 
of coffee and something happened in his or her absence, then there might 
well be doubt regarding whether there was “reasonable cause” for the 
teacher's absence. In general, the teacher ought to act on the assumption 
that there are few excuses for absence from his or her teaching station. An 
absence of even a few minutes may be time enough for something to hap- 
pen to a youngster. In addition to bearing feelings of remorse for whatever 
might have happened to a youngster, a teacher in such a case may find 
himself or herself hauled into a court of law. 

Malfeasance cases involve situations in which a teacher is alleged to 
have acted deliberately and knowingly to do something resulting in an 
injury to a learner. For example, in an altercation with a youngster, a 
teacher might knowingly go well beyond the force necessary to restrain 
the child and, in so doing, cause an injury. 

Injury to a learner does not result automatically in the presumption that 
the teacher did something wrong. A teacher's liability becomes an issue 
when there is suspicion that the teacher's negligence was a major contrib- 
utor to the injury. Basic legal tests of negligence include (1) whether a rea- 
sonable individual, having training similar to that of the teacher, would 
have acted in the same manner and (2) whether the possibility of an in- 
jury could have been foreseen and prevented. For example, a teacher 
should know enough about the motor control problems of young children 
not to ask them to carry liquids in glass containers for long distances. 
Youngsters of this age are known to drop things, and a prudent individual 
would not expose a youngster to a potential injury by making such a re- 
quest. Teachers are expected to make every professional effort to protect 
the safety of their learners. 

“Educational malpractice” is an area of teacher negligence that is just 
emerging. In general, educational malpractice refers to the learners under 
their charge. Where such learning has not taken place, some parents and 
other interested citizens suggest that the teachers should be held negligent 
on the grounds of educational malpractice. 

The educational malpractice issue was first posed in 1972, when a high 
school graduate, using the alias John Doe to protect his identity, filed suit 
against the San Francisco public schools. In his suit, Doe charged that 
though he had received average grades in high school, he was, in fact, 
functionally illiterate. He argued that his inability to read and write re- 
sulted from his teachers’ negligence while he was enrolled in the public 
schools. In the Doe case, the court found for the school district and denied 
the plaintiff's charge that his illiteracy could be attributed to educational 
malpractice. 

Though the Doe case was decided in favor of the defendant, more ed- 
ucational malpractice suits may be anticipated in the future. They appear 
to be a natural outgrowth of the accountability movement, which is char- 
acterized by stiffening public demands that schools be held responsible for 


the quality of their educational “product.” A major difficulty in this area 
is the establishment of appropriate standards for teachers’ performance in 
the schools. Those arguing against the legitimacy of educational malprac- 
tice suits point out that there is little agreement among professionals re- 
garding which methods of instruction are best. Further, they suggest that 
many factors beyond the control of the school contribute to youngsters’ 
learning or lack of learning. (For example, should a teacher be held as re- 
sponsible for teaching a youngster whose parents fail to support his or her 
instructional efforts as for a youngster whose parents are highly supportive?) 

Supporters of the educational malpractice idea agree that there are dif- 
ficulties in setting appropriate standards, but, they argue, these difficulties 
do not present insurmountable obstacles. Abel and Conner (1978) have 
pointed out that appropriate standards for teachers’ performance could be 
modeled on the malpractice standards existing in other professions. Other 
professions have had no less difficulty than educators in defining appro- 
priate professional standards, but they have accepted the challenge and 
accomplished the task. Attorneys, for example, may be held negligent for 
their failure to use requisite skill or care. Psychotherapists may be held 
negligent for, among other things, “deviation from professional stan- 
dards” (Abel and Conner, 1978). 

Supporters of the educational malpractice position point out that stan- 
dards of professional conduct have been defined in other professions by 
members of the professions themselves. Should teachers, as professionals, 
fail to define an appropriate set of standards for themselves, these stan- 
dards may well be established by others. Some argue that standards de- 
veloped by teachers for teachers would be easier to live with than those 
that might be imposed directly by legislative action or indirectly by com- 
mon-law precedents established as court decisions in educational mal- 
practice suits are handed down. Because of the concern over the source 
of any standards of performance for teachers, this whole issue of teachers’ 
liability, teachers’ professional standards, and educational malpractice 
seems sure to be central to the deliberations of organized professionals in 
education in the years ahead. 


1 Recent court decisions have had a tremendous impact on professional ed- 
ucation. Professional educators must understand the legal context within 
which their activities go forward. 

2 Teachers’ certification standards developed to improve the profession and 
to protect the public interest. Standards for teachers’ certification vary from 
state to state. Certification is a function of the state. Certification require- 
ments may differ from graduation requirements. Because teachers must 
have a certificate to teach, prospective teachers need to know the certifi- 
cation requirements in the state(s) where they are interested in working. 
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TEACHER LIABILITY: SOME ISSUES 


In the State of Washington, the Washington Administrative Code (Section 
180-40-235, items 3-6) includes the following provisions: 


“(3) Corporal punishment shall be administered only in an office in some 
area outside the view of other students and only by a certificated em- 
ployee. Such witnesses shall be informed beforehand and in the student’s 
presence of the reason(s) for the infliction of corporal punishment. 


(4) No cruel or unusual form of corporal punishment shall be inflicted 
on any student. 


(5) Only reasonable and moderate force shall be applied to a student and 
no form of corporal punishment shall be inflicted upon the head of a 
student. 


(6) Parents or guardians, upon their request, shall be provided a written 
explanation of the reason(s) for the infliction of corporal punishment and 
the name of the witness who was present at the time corporal punishment 
was administered.” 


(Extracted from Washington Administrative Code. Section 180-40-235, 
items 3-6) 


Let’s Ponder 
Look at the material above and respond to the following questions: 


1. What reasons did the State of Washington have for adopting 
these measures, in your opinion? How do these rules relate to 
the issue of teacher liability? Are these rules too strict? Not 
strict enough? Why? 


2. Do you think actions of courts and, perhaps, of state legisla- 
tures have placed too many restrictions on teachers’ abilities to 
work with and manage youngsters in the classroom? Why do 
you think this way? 


3. Think about the kind of classroom situation you hope to have 
when you begin teaching. What possible things might go wrong 
that could lead to a charge of teacher negligence? What kind of 
preventive action might you take? 


4. What is your general reaction to corporal punishment? Do you 
believe it to be an effective control measure? Why, or why not? 
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A teaching certificate gives a teacher certain privileges, but it does not con- 
fer absolute rights. A certificate does not guarantee employment. Standards 
for a teaching certificate may be changed by the state legislature. In most 
states, teachers’ failure to have a proper certificate can result in forfeiture of 
pay. 

Recent human rights legislation has forbidden preemployment questions 
about age, sex, marital status, race, and other categories that, in general, 
do not relate specifically to the demands of teaching. Preemployment ques- 
tions must bear a clear relationship to the tasks that are to be performed. 
Teaching contracts are documents that are legally binding. They place ob- 
ligations on the teacher and on the school board. The school board is the 
official contracting party for a school district. Only when the school board 
approves a certificate does it have the full force of law. If a teaching con- 
tract is broken without concurrence of the school board, the teacher may 
be subject to a penalty and may lose his or her teaching certificate. 
Tenure is a protection designed to protect teachers from arbitrary dismissal. 
Usually tenure is granted after teachers serve a probationary period of sev- 
eral years’ duration. A tenured teacher may not be dismissed without doc- 
umented cause and after the individual's due-process rights have been 
observed. 

A key principle that the courts have followed in teachers’ rights cases has 
been the degree to which a teacher's actions have materially interfered 
either with the operation of the school or with the teacher’s own ability to 
function in a professional manner. The degree and kind of publicity is fre- 
quently an issue. If a teacher's actions carry over negatively into his or her 
work in the classroom or result in a demonstrable erosion of the school 
program, there may be cause for dismissal. 

Like others, teachers may be held responsible for their negligent acts. Neg- 
ligence can be defined as “misfeasance” (acting in an improper fashion), 
“nonfeasance” (failing to act when there is an obligation to do so), and 
“malfeasance” (acting deliberately in an improper way). A very common 
ground for teacher negligence is absence from the place of instructional re- 
sponsibility. When an injury results during such an action, the teacher may 
face, and lose, a liability suit. 

Educational malpractice is an emerging area of litigation involving teachers. 
Suits in this area have been alleging that the failure of youngsters to learn 
may be the result of teachers’ negligence. To date, plaintiffs have not en- 
joyed much success in convincing the courts of the merits of these cases 
because of the difficulty of defining the limits of teachers’ responsibility. But 
given the present trend to hold schools accountable for their actions, more 
educational malpractice suits may be anticipated in the future. 
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Directions: Using your own paper, answer each of the following truelfalse ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


1. 


2. 


ND 


Sa t 


eet 2: 


Teachers, just like other professionals, may be sued for 
negligence. 

Teachers cannot be held to standards of conduct different 
from those of the general public. 


. Teachers’ certification is automatic and is synonymous with 


college graduation. 


. An individual who signs a contract and who does not pos- 


sess a valid teaching certificate may be subject to forfeiture 
of salary. 


. A superintendent of schools has the legal authority to grant 


contracts to teachers. 


. Oral contracts are usually not permitted in education. 
. Once a teaching certificate is granted, the requirements for 


certification cannot be changed, and the teacher is certified 
for life. 


. It is permissible for an individual to sign more than one 


teaching contract and then choose to fulfill the one that of- 
fers the best terms. 


. Tenure guarantees career-long employment. 
. Tenure provides for dismissal when incompetence can be 


demonstrated. 

A common ground for liability suits is a teacher's failure to 
discharge his or her responsibility by being absent from his 
or her assigned teaching station. 

Teachers cannot be held liable if they fail to instruct young- 
sters properly before an activity begins that results in a 
learner's injury. 


The courts have played an increasingly important role in public educa- 
tion in recent years. Lawsuits have resulted in a reexamination of many 
educational practices. Schools have had to make a number of adjustments 
in their procedures as a consequence of court decisions of various kinds. 
Not a few teachers and administrators today are experiencing feelings of 
insecurity as they worry about whether something they may be doing 
might result in unpleasant litigation. 

Because of the more active role that the courts are playing in education 
today, prospective teachers need to familiarize themselves with legal is- 
sues relating to education. In particular, all teachers must be familiar with 


the legal aspects of contracting, preemployment interviewing, and the 
general issue of teacher liability. 

It is unlikely that there will be a reduction of court involvement in public 
education in the future. Though litigation has complicated teachers’ 
professional roles, teachers must recognize that some of this litigation has 
the potential for improving the profession. Because the interest of the ju- 
dicial branch is not likely to go away, perhaps it is time for teachers to see 
how court decisions may be reflected in school practices that improve the 
standing of the profession. 
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“His teaching technique may be a bit 
unorthodox, but he’s the best negotiator 
we've got.” 


> 


ay 
y 


(Copyright © Michael Kim 1979. Published in Phi Delta Kappan.) 
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This chapter provides information to help the reader to 


= 


Identify the major teachers’ organizations and their basic orientations. 
Describe the major episodes in the development of the major teachers’ 
organizations. 

Point out the arguments that have been made for and against the proposi- 
tion that teachers should be regarded as professionals. 

Differentiate between sanctions and strikes. 

Suggest how teachers’ organizations apply political pressures to the govern- 
mental authorities with responsibilities for education. 

Note the patterns of conflict among the major teachers’ organizations. 
Recognize the role of teachers’ organizations in winning for teachers a 
greater role in formulating basic school policies. 
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Directions: Using your own paper, answer each of the following true/false ques- 
tions, For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


1. The American Federation of Teachers tends to be stronger 
in rural areas than in urban areas. 

2. The sanction has been a tool used more frequently by the 
National Education Association than by the American Fed- 
eration of Teachers. 

3. The American Federation of Teachers is affiliated with the 
AFL-CIO. 

4. The American Federation of Teachers has more members 
than the National Education Association. 

5. The National Education Association has never approved 
the use of the strike as a bargaining tool for teachers. 

6. The American Federation of Teachers and the National Ed- 
ucation Association have been involved in a good deal of 
competition for members. 

7. The American Federation of Teachers includes many school 
superintendents in its membership. 

8. UniServ representatives provide services for members of 
the National Education Association. 

9. The National Education Association has never established 
a formal affiliation with the American Federation of 
Labor-Congress of Industrial Organizations (AFL-CIO). 

10. Generally, teacher members of the National Education As- 


sociation have come to dominate the organization in recent 
years. 


Few topics stimulate as much debate among educators as those center- 
ing on the proper roles of teachers’ organizations. Though there is some 
agreement on the idea that teachers are (or are striving to become) profes- 
sionals, the consensus breaks down when individuals are asked to de- 
scribe what a professional teacher is. Divisions between the two major 
organizations of teachers, the National Education Association (NEA) and 
the American Federation of Teachers (AFT), to a large degree reflect dif- 
fering perceptions of teachers’ professionalism. Because each of these ma- 
jor groups pursues policies consistent with its own (and inconsistent with 
the rival organization’s) view of professionalism, the actions of both 
groups have always been a subject of high interest in America’s faculty 
rooms. 

Basically the philosophical differences between the NEA and the AFT 
result from differing perceptions of the nature of the teaching profession. 
In general, the NEA has taken the position that teachers have much in 
common with members of the medical and legal professions. Like doctors 
and lawyers, teachers go through a specialized preparation program. The 
state certifies their competence. They are charged with maintaining their 
level of competence through active participation in self-improvement pro- 
grams and by study in organized professional-development courses. A 
code of professional ethics guides teachers’ behavior. 

Given this view of the nature of teaching, the NEA has pushed hard for 
programs that are directed to give teachers more control over their profes- 
sional lives. The idea that teachers should be directly involved in decisions 
at all levels in the school results from the belief that, like doctors, teachers 
themselves ought to judge the adequacy of the professional environment 
in which they operate. Many of the NEA’s efforts have sought to expand 
the range of teachers’ control. These efforts are entirely consistent with a 
view of the teaching profession as a collection of skilled specialists who 
share the responsibility for maintaining the quality and the integrity of the 
profession. 

The AFT has taken quite a different view of the teaching profession. In 
the view of the AFT, teachers are more like employees of large corpora- 
tions than they are like lawyers and doctors, because teachers do not fol- 
low a lengthy preparatory program requiring years of work beyond the 
baccalaureate degree. Further, many studies reveal that teachers are not 
perceived as having as high a social or economic status as lawyers and 
doctors. But the single most important difference is that large numbers of 
lawyers and doctors are self-employed. On the other hand, most teachers 
(indeed, nearly all of them) work for an institution. In many cases, school 
systems are large, and teachers have little contact with the individuals 
who are responsible for their continued employment. This situation, it is 
argued, tends to make teachers similar in many respects to employees of 
large corporations. Given this situation, teachers’ highest need is for a 
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strong organization that can counterbalance the potential for often-distant 
administrative authority to be exercised arbitrarily. 

This perception of the nature of the teaching profession has led the AFT 
to be most concerned with winning salary and working-condition benefits 
for teachers. The AFT has been much less concerned, generally, with in- 
creasing teachers’ involvement in the governance of the entire school pro- 
gram than the NEA. Basically, the position has been simply this. There 
are two classes of educators: there are administrators, representing man- 
agement, and teachers, representing labor. The interests of the two groups 
are fundamentally different. In a responsible teachers’ organization, the 
primary effort should be to maximize the benefits for teachers and restrict 
arbitrary administrative power. But the right of administrators to manage 
what has been negotiated is recognized so long as that management re- 
mains consistent with formally adopted agreements. When administrative 
management is not perceived as consistent, then a pattern of teachers’ or- 
ganization-administrator arbitration based on traditional labor-management 
practices is seen as the most productive approach. 

Regardless of their sympathy for either the NEA view or the AFT view 
of the nature of the teaching profession, most teachers share a common 
recognition of the need for some kind of a broad-based teachers’ organi- 
zation. This has not always been the case. In the early years of the twen- 
tieth century, for example, only a fraction of American teachers belonged 
to any professional group. A number of changes in the teaching profes- 
sion have resulted in a dramatic upsurge in teachers’ interest in large, na- 
tionally based organizations to represent their views, 

Probably the biggest change in the teaching profession over the past 
hundred years has been the changing view of teaching as a permanent 
rather than a temporary employment situation. For many years, teaching 
required little formal training, paid little, and was regarded by almost no 
one as an occupation that would provide a fulfilling lifelong career. Teach- 
ing was regarded as a fallback profession that could tide an individual 
over until something better came along. Today teachers regard themselves 
as being occupationally permanent. Given this perception, they have 
sought to improve their long-term expectations by supporting the orga- 
nizations devoted to their own special needs. 

Many more men are in teaching today. This has meant that more indi- 
viduals with the primary financial responsibility for their families are em- 
ployed as teachers. These men, along with women who are heads of 
families, have seen a need to organize to achieve better financial rewards 
for teachers. In earlier days, when large numbers of teachers were single 
women or married women whose teaching salaries represented a second 
family income, less need was felt for teachers to join large professional 
groups. 

Finally, the increase in the size of school districts (something that has 
been happening almost continuously since the early years of this century) 


has resulted in a depersonalization of teaching. In many districts, the ad- 
ministrators who make and implement policy affecting teachers have little 
or no personal contact with teachers. Often teachers in individual build- 
ings have sensed themselves to be isolated and unable to communicate 
effectively with those at the top. Teachers’ organizations have provided a 
collective voice for teachers through which the concerns of those in the 
classroom have been brought to the attention of central district 
administrators. 

In the sections that follow, the development of the two largest teachers’ 
organizations, the NEA and the AFT, will be traced. Though there are 
other groups, these two dominate American education today. Together 
their histories and concerns represent a cross section of what teachers in 
this country have felt to be critical and important issues. 


Teachers’ organizations have had a long history in the United States. 
Donley (1976) pointed out that the first recorded teachers’ association in 
the nation was the Society of Associated Teachers of New York City 
founded in 1794. By the early 1800s-a number of teachers’ organizations 
had been established. Most of these groups were located in the major ur- 
ban areas of the Northeast. 

From these urban beginnings, teachers’ organizations began to reach 
out for broader geographic bases. Between 1840 and 1860, sufficient num- 
bers of local and county groups had been organized to provide a ground 
swell of interest in establishing state organizations. About thirty such 
groups were formed during this time. 

In these early years, state organizations faced many significant prob- 
lems. One of the most important of these had to do with what today 
we might call a “chicken-egg” problem. Teachers’ groups of the mid- 
nineteenth century engaged in endless debates on the question of whether 
education would better be served (1) by increasing teachers’ salaries and 
improving their working conditions to enhance the overall quality of the 
school program or (2) by working to enhance the overall quality of the 
school program and, by so doing, attracting more highly qualified individ- 
uals to the profession. Should teachers’ money come first? Should money 
for other program items come first? Discussion of the responses to these 
questions was a regular feature of meetings of state teachers’ groups dur- 
ing this period. Donley (1976) wrote of this situation as follows: 


Altruism accounted for much of the fluctuation of teacher groups between wel- 
fare concerns and the drive for better public education. Some members sin- 
cerely believed that advances for teachers would follow automatically when the 
public realized that it should support the schools more adequately. Only a few 
believed that higher pay for teachers could precede a great improvement in the 
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quality of teachers themselves. Did the appearance of the normal school with 
its better-trained product come first and persuade communities to pay higher 
and more equitable salaries? Or did the public first commence to Pay salaries 
that justified the investment by young men and women in the longer normal 
school training?* 


In the nineteenth century, the number of teachers in teachers’ organi- 
zations remained very small. Most of the debates involved not classroom 
teachers themselves but superintendents, state school Officials, and uni- 
versity people interested in education. Membership in a state teachers’ 
association implied the kind of long-term commitment to education that 
many teachers at this time did not have. While school administrators and 
university professors would join a group willing to look at the improve- 
ment of education, many teachers perceived their time in the profession 
to be only “temporary.” Many, consequently, took little active professional 
interest in the so-called teachers’ organizations. 

Despite their domination by administrators and university people, state 
teachers’ groups continued to grow in the last half of the nineteenth cen- 
tury. A National Teachers Association was organized in Philadelphia in 
1857. This group merged in the 1870s with the National Association of 
School Superintendents and the American Normal School Association 
(Donley, 1976). The new group was called the National Educational As- 
sociation. The second word in the name, educational, was shortened to ed- 
ucation in 1906. 

In the early years of the twentieth century, the NEA was little con- 
cerned with teachers’ benefits, in part because the percentage of members 
who were teachers remained very low, and in part because of the wide- 
spread belief that teaching was a “calling” almost in a religious sense and 
that it was not quite “proper” for teachers to be too concerned about fi- 
nancial rewards and working conditions. Realistically, the NEA was more 
of a forum for disseminating ideas about instruction and school manage- 
ment than a group interested in promoting teachers’ welfare. 

Nevertheless some beginnings of attempts to improve teachers’ working 
conditions occurred in these pre-World War I years. Before 1910, for ex- 
ample, efforts were begun to gather and report information about salaries 
and working conditions in school districts across the nation. From this 


* Reprinted from Marshall O. Donley, Jr., Power to the Teacher (Bloomington: Indiana 
University Press, 1976), p. 9. Copyright 1976 by Indiana University Press. 


a 


WHAT COMES FIRST, THE TEACHER OR 
THE SCHOOL PROGRAM? 


The issue of “Where should the money go?” has raged for years in public 
eduation. Some have suggested that increases in teachers’ salaries should 
have first call on any new money. According to this argument, higher 
salaries will attract better teachers. This will result in better schools. 
Others have said that this approach is not a good one. Higher teachers’ 
salaries take money away from modern textbooks, good laboratory 
facilities, and other elements of the school learning environment. It 
makes no sense, they argue, to pay teachers a high wage but to deny 
youngsters access to the most modern learning materials available. 


Let’s Ponder 


Consider the issues raised in the paragraph above as you respond to the 
following questions: 


1. Would a 10 percent increase in teachers’ salaries result in a 
significant improvement in the quality of instruction in the 
schools? A 20 percent increase? Why? 


2. What effect, if any, would you expect on the supply of teachers 
willing to work if teachers’ salaries increased by 20 percent 
this year? 


3. Would you expect there to be an immediate or a delayed effect 
on the quality of teachers’ performance following a 20 percent 
raise in teachers’ salaries. Why do you think so? 


4. Ifa district had 30 percent increase in money to spend on edu- 
cation, how should this money be allocated between (1) teach- 
ers’ salaries and (2) instructional materials to produce the best 
net effect on learners? 


———————=— naa. 
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fluential roles in the organization for the first time. At this time, special 
NEA subgroups began to be formed that were charged with developing 
policies in areas of particular interest to teachers. 

Despite the increasing teachers’ involvement in the 1920s and 1930s, the 
NEA would certainly not be considered a militant group by today’s stand- 
ards. Still most of the program time at NEA conventions was devoted to 
issues having little connection with teachers’ welfare. But the groundwork 
was laid during this time for a large teachers’ organization that would be 
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capable of making its pressure felt in later years when teachers’ welfare 
commanded greater attention from NEA policymakers. 

The potentials of teacher power began to be recognized after World War 
Il. Again inflation had hit the teachers’ pocketbooks with a ven- 
geance. Teachers were simply finding it more and more difficult to meet 
their financial obligations. Large numbers were leaving the profession. By 
1946, a critical shortage of teachers had developed. These conditions, weil 
publicized through the publications of the NEA and other teachers’ orga- 
nizations, provided the backdrop for a large number of teachers’ strikes in 
the postwar period. During much of this period, the NEA leadership op- 
posed the use of the strike as a bargaining weapon. Part of this resistance 
came about because of a general reluctance of the middleclass member- 


ship of the organization to be identified with an approach typically asso- 


ciated with organized labor. Their conception of themselves as professionals 
did not square with the use of the strike as a bargaining tool. 

Another factor contributing to the reluctance of the NEA’s leadership to 
support the strike was a belief that pressure placed on Congress would 
lead to massive federal aid to education. This aid, it was reasoned, would 
provide the monies to improve teachers’ salaries and working conditions. 
The leadership believed, and perhaps with good reason, that Congress 
would be much less receptive to voting federal funds for education if 
teachers were involved in large numbers of strike actions. For a variety of 
reasons, hopes for broad general assistance to the states failed to mater- 
ialize during the late 1940s and through the 1950s. There was increased 
money after the Soviets launched Sputnik, but most of this was targeted 
for special programs to upgrade teachers’ skills in the sciences and in lan- 
guages. Little of this money became available to supplement teachers’ 
salaries, 

Though the NEA did not achieve a breakthrough on teachers’ salaries 
by securing the passage of favorable federal legislation during this time, 
the organization continued to press its case by other means. A special 
group was formed within the NEA called the Teacher Education and 
Professional Standards (TEPS) Commission. The TEPS Commission worked 
nationwide for better teachers’ salaries and working conditions. Frequent 
appearances were made before state legislatures to testify in behalf of pro- 
posals designed to improve teachers’ working. environment. 

During the 1960s, the NEA worked hard to increase the political so- 
Phistication of its membership. Particularly effective were the “salary 
schools” that were sponsored by the organization to provide the mem- 
bership with more sophisticated techniques for bargaining with school dis- 
tricts. Representatives from local and state units of the NEA attended 
national sessions and returned to lead similar Programs at the state and 
local levels. As a result of exposure to skilled professionals in the area of 
bargaining, it became increasingly clear to large numbers of NEA mem- 
bers that legislation was needed to formalize bargaining relationships be- 
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TEACHERS’ STRIKES 


Few issues have generated so much heat as that of strikes by teachers. 
Some have argued that this weapon undermines the image of the teacher 
as a professional. According to this position, teachers generally enjoy 
a positive image with the public as professionals who work hard and per- 
form a difficult task well. When teachers strike, they say, there is danger 
that teachers will alienate the middle classes and upper middle classes 
who have been education’s most ardent champions. The end result may 
be a dramatic reduction in support for funding of educational programs. 


Others argue that the public is largely indifferent to many of the pressures 
under which teachers must labor. As evidence, they note the many con- 
flicting pressures legislative bodies have placed on teachers. For example, 
teachers are expected to turn out teachers who perform better than ever 
and to do so with little or no increase in funding. Supporters of teachers’ 
strikes point out that the largest gains in teachers’ benefits have come to 
teacher groups who have gone on strike to support a principle. While the 
public may say improvements in working conditions are needed, there is 
little evidence than much significant action has been taken in this direc- 
tion when teachers have been unwilling to strike. 


Let’s Ponder 


Consider some of the arguments in the paragraphs above as you answer 
these questions: 


1. Cana person be a professional and also believe in the use of 
the strike? Why, or why not? 

2. How important is it for teachers to enjoy good relationships 
with middle class and upper middle class people who generally 
do not look with favor on strikes? 

3. What validity is there to the argument that “‘strikes hurt the 
children?” 

4. Do you think strikes have been overused or underused by 
teachers? Why? 
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tween teachers and school boards. Consequently a major effort was 
launched to secure the passage in every state of professional negotiations 
acts. 

Large numbers of such acts were passed by state legislatures in the 
1960s and 1970s. In general, such legislation guaranteed teachers some 
rights to negotiate salaries and working conditions with school boards. 
The specifics of individual laws varied greatly from place to place. Some 
states passed no laws of this type at all, but even in these states, there 
was an increasing tendency for teachers’ advice and counsel to be sought 
on issues relating to their welfare and working conditions. 

By the late 1960s, after a bitter fight, the NEA acknowledged that the 
strike was a legitimate bargaining weapon for teachers. Initially, attempts 
were made by the NEA leadership to soften the change in policy by avoid- 
ing reference to the term strike. “Withdrawal of services” was a code 
phrase that enjoyed currency for a time. However, as the number of 
teachers’ strikes increased in the late 1960s, and as NEA surveys revealed 
increasing membership support for the strike as a bargaining tool, there 
was open talk of strikes and the phrase “withdrawal of services” tended 
to fade away. 

Teachers’ strikes came to be an almost predictable event of early fall by 
the late 1960s. There were 131 strikes during the school year 1968-1969 
and 171 the following year (Donley, 1976). In many instances, the strikes 
were related to a situation that was created by many of the professional 
negotiation acts that had been passed. Many of these laws required school 
districts to identify one teachers’ organization to represent all teachers in 
the district. This condition resulted in a great and often bitter competition 
for members between the NEA and the AFT. Ordinarily an election was 
held, and the group getting the most votes won the right to represent all 
teachers in a district. In an effort to win over new members, the leadership 
of both NEA and AFT affiliates accused one another of being “soft” and 
not aggressive enough in looking after teachers’ interest. This competition 
resulted in a progressive escalation of rhetoric, inflated promises of what 
would be done to improve teachers’ welfare, and generally inflammatory 
exchanges on a host of other issues. Not wishing to appear weak, which- 
ever organization won the representation fight proved quite willing to rec- 
ommend a strike to demonstrate its militance in defense of teachers. Quite 
possibly, had professional negotiations laws been written in a way that 
did not encourage open competition for the right to represent all teachers, 
the strikes may have been fewer in number. 

Particularly in the late 1960s, the strike posed very real problems for 
teachers. At this time, teachers’ strikes were illegal in every state. Thus 
teachers who participated took a chance not only of losing their jobs but 
also of breaking a law. Indeed, teachers and teachers’ leaders in some 
areas did spend time in jail as a result of strike actions in the late 1960s 
and into the 1970s. Most frequently, however, settlements included am- 


nesty provisions permitting teachers to return to work without fear that 
charges would be pressed because of their participation in an illegal strike. 
Still the possibility of prosecution for illegal strikes was a concern. Con- 
sequently the NEA in the 1970s worked hard to secure the passage of state 
laws making the strike actions of teachers legal. Some such laws were 
passed, but teachers’ strikes continue to be illegal in many parts of the 
country. 

Because of the difficulties associated with strikes, the NEA has favored 
putting pressure on states and school districts to deal fairly with teachers 
by threatening to impose (or by actually imposing) “sanctions.” Sanctions 
involve the systematic dissemination of adverse information about a dis- 
trict or a group of districts to the entire national community of teachers, 
In essence, national sanctions tell teachers to “keep out—this is a very bad 
place to be employed.” NEA members are urged not to seek nor accept 
employment in any district that is under national sanction. Such nation- 
ally distributed publications of the NEA as Today's Education and the NEA 
Reporter regularly include lists of districts under national sanction. 

The “muscle” behind sanctions is districts’ fear of adverse national pub- 
licity. When the word is out that there are severe problems in a commu- 
nity’s schools, then doubts tend to be planted in the minds of business 
and other leaders in the community about the kind of negative image that 
might be being transmitted to outsiders. Frequently this concern translates 
to pressure to improve working conditions for teachers. When this hap- 
pens, sanctions are removed and the adverse publicity stops. 

Sanctions have proved most effective when a single school district or a 
relatively small number of school districts are involved. The limitations of 
sanctions as a weapon revealed themselves in 1967, when the NEA placed 
national sanctions on the entire state of Florida. Without going into the 
gruesome details, this effort resulted in relatively modest improvements 
in finances for schools, some teachers’ losing their jobs, and an embittered 
relationship between many Florida political leaders and professional edu- 
cation people. The lesson of Florida was that a state represented too many 
people with too many diffuse interests for the “embarrassment” of sanc- 
tions to have the desired effect. 

Reacting perhaps to the situation in Florida and other episodes, the 
NEA in the late 1960s and on into the 1970s moved to strengthen the hand 
of state and local associations. There was a tacit recognition that improve- 
ments in teachers’ benefits—in many instances, at least—were to be won 
at the state and local level. But often the expertise needed to deal with 
sophisticated issues was not locally available. To remedy this situation, the 
NEA in 1969 began a program called UniServ. The idea was to place one 
highly trained NEA staff person in the field for every twelve hundred 
teachers who were members of the organization. A special Leadership 
Training Academy was established to provide the needed skills to UniServ 
representatives (Donley, 1976). These trained UniServ representatives set 
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up shop in field offices throughout the nation. From these offices, they 
have provided needed support services to NEA affiliates in the local dis- 
tricts. The effect of the establishment of UniServ has been to make the 
resources of the NEA much more accessible to teachers. 

NEA membership continued to grow in the 1960s and 1970s. The effort 
to mount UniServ and other projects designed to increase the impact of 
the NEA at local and state levels resulted in a need for more revenue. 
Dues increases in the early 1970s resulted in a temporary flattening of the 
growth curve of NEA, but soon membership began climbing again. Part 
of this continued growth resulted from the push for “unification.” 

Unification, a long-standing objective of the NEA, means that an indi- 
vidual may not select membership in a local NEA affiliate, a state NEA 
affiliate, or the NEA itself without simultaneously joining all three groups. 
The battle for unification was fought primarily at the state level. State NEA 
affiliates sought the consent of their membership to unify or not to unify. 
By the mid 1970s, unification had carried the day everywhere. NEA affil- 
iates throughout the nation had made the decision to require local and 
state NEA affiliate members to join the National Education Association as 
well. 

The NEA reaped enormous financial rewards from the new members 
who joined the organization as a result of unification. For example, when 
the state of Texas voted to unify in the 1970s, the NEA gained between 
thirty-five thousand and forty thousand new dues-paying members. 
These monies contributed significantly to the ability of the NEA to provide 
services throughout the nation. 

The battle to achieve unification throughout the nation was not won 
easily. Arguments in many states were bitter. Members of many local 
groups did not object vehemently to the requirement that they now must 
join the state organization as well, but many were openly hostile to the 
NEA. A pattern in many states was for NEA-state-local membership to 
drop off immediately following a unification vote, but in time, member- 
ship tended to return to at least preunification levels. 

In newly unified states, the NEA leadership, sensitive to the concerns 
of teachers in many local districts, typically attempted to become actively 
involved in supporting the passage of teachers’ benefit laws by state leg- 
islatures. The general success of the unification effort is attested to by the 
pa than 1 million teachers who belonged to the NEA by the end of the 

In the past fifty years, the NEA has evolved into an organization run 
by and for classroom teachers. Its publication arm, legal services opera- 
tion, research division, and other components are all oriented toward 
serving the interests of teachers. A general thrust of the group in recent 
years has been centered on the belief that teachers should be more directly 
involved in school governance. Governance is a broad term, but generally 
the implication is that it encompasses those control points that have im- 


pact on the range of options given to teachers in the classrooms. Teachers 
represented by the NEA today are seeking more control over teachers’ 
training, over curriculum decision-making, over extracurricular duties, 
and over a host of other areas that were once considered beyond their 
scope of responsibility. The eventual outcome of these efforts is by no 
means certain. Some of these proposals have generated heated opposition 
from universities and administrative groups. What does seem certain at 
this time is that the governance issue will be with us for some time to 
come and that the NEA will be vigorously representing the position of its 
membership. 


The American Federation of Teachers, a union affiliated with the AFL- 
CIO, has never enjoyed the numerical strength of the NEA. But the AFT 
has nevertheless had a great impact on education in this country. Much 
of this impact can be explained by the concentration of the AFT in large 
cities. Teachers’ benefit packages won by AFT actions in cities such as 
New York and Chicago have greatly influenced teachers’ groups through- 
out the country. Further, because of the potential that the smaller orga- 
nization has had for chipping away at the membership of the much larger 
NEA, the NEA has become much more aggressive in its support for mil- 
itant teacher action. In the absence of a competing AFT, it is doubtful that 
the NEA would have recognized the legitimacy of the strike as a bargain- 
ing weapon as early as it did. 

The AFT has always been strongest where organized labor in general 
has been strong. This accounts for the distinctly urban flavor that the 
group has always had. The AFT traces its roots to Chicago. The Chicago 
Teachers Federation was organized in that city in the late 1890s. A meeting 
of these Chicago-area unions and others from the industrialized sections 
of the Upper Midwest in 1916 resulted in the formation of the American 
Federation of Teachers. 

From the beginning, the AFT differed in two dramatic respects from the 
NEA. First of all, the organization sought members who were classroom 
teachers. It was never dominated by university people or administrators. 
Teachers played important leadership roles from the very first years. Sec- 
ond, the AFT had a primary concern about teachers’ benefits right from 
the first. While the NEA in more recent years has been more concerned 
with teachers’ benefits, for a long time the focus of this group was on a 
much broader array of educational themes. 

The AFT’s growth was not dramatic. By 1920, there were about ten 
thousand members. During the 1920s, there was a dramatic decline in 
membership. By the end of the decade, dues-paying members numbered 
only about five thousand (Donley, 1976). Much of this decline can be at- 
tributed to the general unpopularity of unions in the 1920s. Generally 
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Is it desirable for teachers to be affiliated with organized labor? Arguments 
over this issue have consumed teachers for many years. Supporters of the 
proposition argue that organized labor represents a broad cross-section 
of the American population. Union members range from unskilled 
workers to highly skilled airline pilots. All are joined together in a belief 
in economic equity. The breadth of union membership and the focus on 
basic economic welfare issues suggest that affiliation of teachers with 
organized labor makes very good sense. 


Countering this argument, critics point out that organized labor is declining 
rather than expanding in influence. They note that the central areas of 
large cities, the traditional strongholds of organized labor, are in decay. 
Growth is occurring in the suburbs and in the small towns, areas tra- 
ditionally unsympathetic to organized labor. Affiliation of teachers with 
organized labor, they argue, may well “turn off” people in the fastest 
growing parts of the country. Further, affiliation with organized labor 
casts some doubts on teachers’ professionalism. Professionals do not need 
to affiliate with nonprofessionals to achieve their objectives. 


Let’s Ponder 


Consider the arguments in the paragraphs above as you respond to the 
following questions? 


1. Are the objectives of organized labor broader or narrower than 
the interests of teachers in the school? Does this have any 
implication for the desirability or nondesirability of teachers 
affiliating with organized labor? 


2. Cana person be a professional and a member of organized 
labor? Why, or why not? 


3. Are unions growing among other white collar groups? Which 
ones? Why? 


4. Do you think teachers would be net gainers or losers if all had 
to belong to a group affiliated with organized labor? Why? 


TER — 
FIGURE 12-3 


292 


Teachers 


speaking, the economy was booming (until September 1929, at least). 
Government officials, the press, and other influential sources tended to 
brand unions in general, and teachers unions in particular, as aberrations 
from the American tradition. 

The AFT experienced an enormous gain in membership during the 
1930s. Clearly the glow had gone off the American economy. Passage of 
the Wagner Act and other legislation signaled that unions were viewed as 
“legitimately” American now. By 1940, close to forty thousand teachers 
belonged to the AFT. The important issues to union members during the 
1930s were salaries and tenure. The focus on teachers’ benefits had not 
shifted. 

In the 1940s and 1950s, the AFT could fairly be described as in a static 
state. Membership grew only modestly. No hard-hitting leadership emerged 
to take the group in exciting new directions. Indeed, only minimal efforts 
were expended to build a national base for the union. Fundamentally, the 
AFT was a group of loosely aligned big-city locals. A few of these locals— 
for example, those in Chicago—continued to be very strong, but at the 
national level, AFT efforts to influence educational policy were weak dur- 
ing this period. 

The AFT got a tremendous membership lift in the early 1960s as a result 
of certain developments in New York City. The AFT local there—the 
United Federation of Teachers (UFT)}—and the NEA affiliate became em- 
broiled in a contest for the exclusive right to represent the city’s teachers 
as a bargaining agent. The UFT won the bargaining-agent election in a 
landslide. Along with this victory went the right to represent the interests 
of more than fifty thousand New York City teachers. This victory resulted 
in a tremendous increase in new union members. 

The victory of the union forces in New York stimulated greater interest 
in teachers’ unions in other large cities. Some of the stigma of union affil- 
iation that had been felt by many teachers had begun to wear off. Many 
urban teachers, at least, came to accept the idea that one could be both a 
“professional” and a “union person.” An analogy was made between 
teachers’ situations and those of highly trained airline pilots, who felt no 
threat to their status by joining a union. Few denied the professionalism 
of the pilots. 

Throughout the 1960s, the AFT’s giant New York affiliate, the UFT, be- 
came involved in a bitter series of strikes. These strikes, directed in part 
toward New York's antistrike laws, generally resulted in higher teachers’ 
salaries, better protection for teachers in the schools, and more involve- 
ment of teachers in curriculum decision-making. But they exacted a heavy 
cost. The union leaders spent time in jail. Many administrators with years 
of educational leadership experience resigned out of frustration. Com- 
munity elements on both sides of the strike issues remained bitter long 
after agreements were hammered out. 
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From its successes in New York, the AFT expanded its activities in 
many other large cities throughout the country. Rights were won to rep- 
resent the interests of teachers in Cleveland, Boston, and other major met- 
ropolitan areas. But these rights did not come without cost. In almost 
every case, a bitter and expensive fight with the NEA was involved. 
Sometimes teachers who voted in one year to have the AFT affiliate rep- 
resent their interests would vote in another year to. have the NEA affiliate 
represent their interests. Such switches in allegiance resulted in tremen- 
dous dollar losses for the “loser” organization. The AFT, with a much 
smaller membership, proved much less able to bear these losses than the 
rival NEA. 

In 1968, the AFT was struck by a financial catastrophe. The United Auto 
Workers (UAW) under the leadership of Walter Reuther, severed its con- 
nection with the AFL-CIO. The UAW had been contibuting millions of 
dollars to help the AFT keep its organizational campaigns in the major 
cities afloat. With disaffiliation from the AFL-CIO, the money from the 
UAW stopped coming. The AFT averted financial collapse only after a 
dues increase was approved by a narrow margin. 

Another problem that faced the AFT at this time was the declining base 
of potential membership. The union had always been strongest in the cen- 
tral cities. These areas were losing population—and hence, teachers—to 
suburban areas. It was true that metropolitan areas were growing, but 
most of the increase was in the areas surrounding the traditional central 
city. People in the suburbs generally were not philosophically in sympathy 
with the union movement. Efforts to recruit members in the suburbs 
would require enormous expenditures of money, and the likelihood of 
success could not be considered high. 

Given the financial difficulties of the organization and the erosion of the 
numbers of teachers who would be most attracted to membership, the 
AFT leadership in the late 1960s and on into the 1970s began giving seri- 
ous thought to the possibility of merger with the NEA. By this time the 
NEA had become primarily a teacher-dominated group, had endorsed the 
use of the strike, and generally was not very distant from many positions 
being espoused by the AFT. A formal proposal to merge was made to the 
NEA, and a series of meetings were held. These broke down over the 
refusal of the NEA to merge with any group that would require affiliation 
with the AFL-CIO. NEA statistics revealed that tremendous numbers of 
NEA members would resign rather than have their dues go to a labor- 
affiliated organization. 


Though speculating about the future is always somewhat hazardous, 
chances do seem good that these groups will continue to be very visible 
participants in the educational scene. Three general categories of pressure 
seem certain to continue to come down on teachers: (1) rising public ex- 


pectations or “accountability,” (2) the demand for “cost containment” in 
education, and (3) “legally mandated changes” in public education. In re- 
sponse to these pressures, teachers will very likely let their feelings be 
known through their professional groups. Each of the pressure categories 
presents teachers with problems that they find it difficult to respond to 
individually, but collective action may hold some promise. 

In the area of rising expectations, or accountability, teachers find them- 
selves confronted by a public that is alarmed by the decline in standard- 
ized test scores. This decline has resulted in increasing pressures on 
schools and teachers to “do better.” In response, teachers argue that the 
sources for this decline may well go beyond what occurs in school. What 
students learn, they note, is only partly explained by the school program. 
If parents watch television more than they used to, then their youngsters 
are going to be less likely to spend their leisure time reading than in 
watching television. Although teachers are willing to be accountable for 
their own actions, they decline to be accountable for a failure to young- 
sters to learn everything that is presented to them. Too much evidence 
exists, teachers say, that youngsters’ learning depends on many more fac- 
tors than the quality of the teacher's performance. It is likely that teachers 
will increasingly wish their professional groups to speak up in support of 
this point of view. 

Cost-containment efforts in education also give teachers cause for con- 
cern. As taxpayers themselves, they do not object to attempts to husband 
tax dollars. But they feel themselves caught in something of a bind be- 
tween public demands to improve students’ performance on the one hand 
and public demands to spend less money on the other hand. They feel 
that there is a basic incompatibility between these two public expectations. 
Through their professional groups, teachers seem certain to bring this in- 
consistency to the public’s attention in the years ahead. 

Legally mandated changes in education have placed great strain on 
teachers. Instructors report their frustration with new requirements to 
teach subjects in which they have received little or no formal training. Not 
many years ago, for example, elementary-school teachers in California 
found themselves faced with a requirement to teach Spanish, a language 
with which the vast majority were unfamiliar. In more recent years, many 
states have passed laws requiring that consumer-education or economic- 
education courses be taught (or at least that related content be introduced 
into existing courses). Lacking preparation in these areas, teachers have 
felt their professionalism undercut. How, they have asked, can we do a 
good job teaching something we don’t know about? Probably the largest 
concern of all in this area has come about as a consequence of the passage 
of federal “mainstreaming” legislation. This legislation has introduced stu- 
dents into regular classrooms who had previously been taught by special- 
education teachers with professional training in this difficult area. Not a 
few teachers have left the profession as a consequence of their inability to 
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deal with this new situation. Certainly professional groups will be making 
teachers’ views on such proposals a matter of public record as legislatures 
consider new changes. 
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In the years before World War |, few teachers belonged to the National 
Education Association. The group was primarily a forum for exchanging 
ideas about the entire field of education. Teachers’ benefits received sparse 
attention. School administrators and university professors dominated the 
organization. 

After World War I, many more teachers joined the NEA. Initially, the dis- 
cussion of teachers’ benefits was at a minimum, but beginning in the 1930s 
and continuing to the present day, such issues have been much more cen- 
tral to the purpose of the organization. 

Today the NEA is run by and for teachers. The organization is dedicated to 
improving the lot of the classroom teacher in the United States. Services are 
disseminated through a large number of field offices as well as through the 
national office. As a mechanism for cementing its influence, the NEA re- 
quires members of affiliated state and local groups also to join the NEA. 
Sanctions are a weapon developed by the NEA. Sanctions, imposed on a 
state, a number of districts, or a single district, tell the profession to “keep 
out—this is a bad place to work.” Members are asked to refuse offers of 
employment from districts under national sanction. The strength of the 
sanction has been local communities’ desire to avoid bad publicity. 

The NEA is the largest teachers’ professional group in the country. Dues- 
paying members number well over 1 million. 

The American Federation of Teachers is affiliated with the AFL-CIO. This 
group, much smaller than the NEA, is strongest in New York, Chicago, and 
other urban areas. It enjoys little support in suburban and rural areas. Mil- 
itant stands of the AFT have forced the NEA to become more aggressive in 
support of teachers’ benefits. 

Some attempts have been made to achieve a merger between the AFT and 
the NEA. To date, no merger has been consummated. There is great re- 
luctance on the part of some NEA leaders to merge with any group that 
might require affiliation with organized labor. There is a fear of wholesale 
resignation of members should such merger terms be accepted. 

Pressures on teachers seem to be increasing. Consequently it is likely that 
national teachers’ groups will be called on to represent teacher interests 
with great regularity in the future. 


Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


1. The American Federation of Teachers tends to be stronger 
in rural areas than in urban areas. 

2. The “sanction” has been a tool used more frequently by the 
National Education Association than by the American Fed- 
eration of Teachers. 

3. the American Federation of Teachers is affiliated with the 
AFL-CIO. 

4. The American Federation of Teachers has more members 
than the National Education Association. 

5. The National Education Association has never approved 
the use of the strike as a bargaining tool for teachers. 

6. The American Federation of Teachers and the National Ed- 
ucation Association have been involved in a good deal of 
competition for members. 

7. The American Federation of Teachers includes many school 
superintendents among its membership. 

8. UniServ representatives provide services for members of 
the National Education Association. 

9. The National Education Association has never established 
a formal affiliation with the American Federation of 
Labor-Congress of Industrial Organizations (AFL-CIO). 

10. Generally, teacher members of the National Education As- 
sociation have come to dominate the organization in recent 
years. 


During its early years, the National Education Association had relatively 
few teachers as members. It was primarily an organization where general 
issues of interest to school administrators and university professors were 
discussed. Teachers did not start joining the organization in large numbers 
until the 1920s. These teacher members began to play a really influential 
role in the group beginning in the 1930s. Today it is fair to say that the 
NEA is run by and for its teacher members. The organization supports a 
broad range of programs with a general view to improving the lot of the 
classroom teacher. The largest teachers’ organization in the country, the 
NEA today claims well over 1 million dues-paying members. 

Never large in numbers, but often large in influence, the American Fed- 
eration of Teachers was organized in Chicago. Its influence has always 
been strongest in major urban areas of the country, particularly in New 
York City and Chicago. The AFT is affiliated with the AFL-CIO. Unlike 
the NEA, the AFT from its inception was primarily interested in teachers’ 
benefits. The AFT has not hesitated to use militant tactics to achieve its 
objectives. Some of the organization’s successes were influential in mov- 
ing the larger NEA into a more militant stance. In recent years, the AFT 
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has run into some financial difficulties. Tentative approaches have been 
made to the NEA regarding a possible merger, but largely because of the 
AFT’s AFL-CIO connection, to date nothing has come of these explorations. 

Teachers today are coming under pressure from a number of sources. 
On the one hand, they are asked to produce evidence that learners are 
learning. On the other, they are asked to make do with little or no increase 
in funds for materials. Legislatures are placing requirements on teachers 
that, in many instances, involve them in teaching subjects or learners they 
have not been trained to work with. In short, many teachers feel them- 
selves victimized by pressures that they do not feel they have created. 
These feelings suggest that they will be increasingly concerned in the 
years ahead about making their feelings known through the major teach- 
ers’ professional organizations. 
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This chapter provides information to help the reader to 


1 Recognize that professionals in education who do not teach may see their 
roles and responsibilities differently than teachers may see them. 

2 Identify the roles and responsibilities of a number of nonteaching profes- 
sionals in education. 

3 Point out possible areas of conflict between teachers and certain other non- 

teaching professionals in education. 

Note the kinds of support provided to teachers by nonteaching professionals 

in education. 

Realize that the kinds and numbers of nonteaching professionals a teacher 

might encounter will vary enormously from situation to situation. 

Differentiate among nonteaching professionals having “staff” as opposed to 

“line” authority. 

Recognize the extent of and the limitations on help that teachers might ex- 

pect from different nonteaching professionals in education. 


a 
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Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


1. The primary responsibility of a school psychologist is to 
provide teachers with a specific set of instructions regarding 
how a particular child should be treated. 

2. Curriculum consultants and curriculum coordinators who 
work out of a district’s central office more typically repre- 
sent “staff” authority than “line” authority. 

3. A secondary school is more likely to have an assistant prin- 
cipal or a vice-principal than is an elementary school. 

4. University professors who visit public schools are more 
likely to be associated with student-teaching programs than 
with other specializations within colleges of education. 

5. Today the school nurse usually does not have the authority 
to dispense medications to students from a supply owned 
by the school. 

6. There is a fairly common pattern of hostility between teach- 
ers and counselors in many schools. 

7. Principals always have to follow the suggestions made by 
curriculum consultants and curriculum coordinators who 
work out of the central district office. 

8. It is a very common practice for principals in large high 
schools to sit in on classes. 


9. In general, university professors of education today tend to 
have had more extensive and more recent classroom expe- 
rience than was typical in the past. 

10. There is a growing trend toward increasing the number of 
counselors in elementary schools. 


Many people with professional training who do not teach classes are 
involved in the operation of the public schools. All schools have princi- 
pals. Large numbers have vice-principals and assistant principals as well. 
Guidance counselors work in virtually all secondary schools and in large 
numbers of elementary buildings. School nurses are attached to schools, 
University professors play a role. Specialists in various aspects of the 
school curriculum perform vital duties. Education, in short, is a sophisti- 
cated business, and highly trained specialists of many kinds contribute to 
the smooth functioning of the schools. 

Not only are new teachers sometimes not aware of the numbers of 
these people, they tend to be even less well informed about their individ- 
ual perspectives. Individual perspectives? Well, yes, individual perspec- 
tives. Because schools involve large numbers of youngsters and because 
the training of the various professionals in the school varies, it is only nat- 
ural that what one individual sees as the reality of the school may be quite 
different from what another sees. 

It is true that professionals within the same category tend to have some 
common feelings about what education is and what their role in education 
should be. Teachers, for example, generally agree that they have some 
responsibility for transmitting certain skills and knowledge to the young 
people in their classes, but even within a given professional category, such 
as teacher, enormous differences exist. An eavesdropper on conversations 
in any faculty room in the country would soon conclude that teachers dis- 
agree strongly about what it is they should be doing in the classroom. 
They disagree, too, on the nature of the youngsters in the school. Percep- 
tions depend, to a large measure, on what the individual encounters per- 
sonally in performing his or her role in the school. 

Consider, for example, a high school French teacher who works pri- 
marily with interested college-bound students and a high school English 
teacher who works with “them all.” Very likely, the French teacher ex- 
periences few motivational problems and suffers only occasional problems 
with classroom control. The English teacher, on the other hand, teaches 
a required course that all students must take to qualify for graduation. He 
or she might see motivation as a severe problem, and discipline or control 
problems might well be of great concern. Asked to comment on the gen- 
eral nature of the student body in the school, the two teachers probably 
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would give dramatically different answers, and each answer would be 
“true” in terms of the experience of the individual responding. 

Among administrators, differences in opinion about the nature of the 
student body are legendary among two common categories of high school 
vice-principals. These are (1) the vice-principal for discipline (sometimes 
euphemistically known by the title of “vice-principal for student affairs” 
or by some other less descriptive title, and (2) the vice-principal for curric- 
ulum. By whatever title he or she is known the vice-principal for discipline 
spends the day working with students who are in trouble. He or she fields 
complaints from outside callers relating to students’ behavior. Those stu- 
dents whom the vice-principal for discipline knows very likely do not rep- 
resent a good cross section of the student body. Asked to describe a 
“typical” student, this vice-principal is quite likely to paint a rather gloomy 
picture. 

On the other hand, the vice-principal for curriculum has much less con- 
tact with “difficult” students. Those students whom he or she does know 
may well be student representatives from the curriculum committee of the 
student council. They, in general, are likely to be reasonably articulate 
school leaders. Asked to describe a “typical” student, the vice-principal 
for curriculum may well describe a young person bearing scant resem- 
blance to the pupil described by the vice-principal for discipline. 

Differences in the perceptions of individuals within professional groups 
in education are very great indeed, but they do not begin to compare with 
the differences between groups of professionals who play a role in the 
schools. Because “reality” as experienced by such groups as nurses, teach- 
ers, administrators, counselors, and curriculum consultants is so different, 
it should not be surprising that the members of each group tend to have 
somewhat different perspectives on what goes on in the school. Differ- 
ences in these perspectives not infrequently result in communications 
problems and interpersonal conflicts among members of these various 
groups. In the sections that follow, some dimensions of this situation are 
sketched, and particular attention is given to how teachers interact with 
the nonteaching professionals in the schools. 


During their undergraduate days, prospective teachers are generally fa- 
vorably disposed toward their education professors. After all, these pro- 
fessors have been highly trained. Further, most have actually experienced 
the demands of a profession that undergraduates have lived through only 
vicariously through textbook accounts and, perhaps, a little on-site teach- 
ers’ aide work. Having no real context for evaluating the merit of what 
the professor suggests to be “true” about education, most bow to the pro- 
fessor’s experience and generally accept what he or she has to say. 


SSS 


PERSPECTIVES OF THREE DIFFERENT 9TH GRADE TEACHERS 


A. Mr. Bowen teaches a course called ‘Practical Mathematics” 
for ninth graders. He teaches five sections of the class every 
day. The course is for students who (1) failed algebra last 
year, (2) want to take only two years of high school mathe- 
matics and who do not plan to go on to college, or (3) expe- 
rienced great difficulty in 8th grade mathematics and who 
were recommended for this course by their 8th grade teacher. 


B. Ms. Scott teaches 9th grade orchestra. She has five classes a 
day. For two periods she meets strings. For two periods she 
meets brasses, For one period she meets the entire orchestra 
together. At this school, each student has two orchestra 
periods, either a string period or a brass period and a final 
period with the whole orchestra. 


C. Mr. Lowery teaches 9th grade metal shop. The course is an 
elective. He has five classes every day. Students in his classes 
make items that the industrial arts club sell to raise money. 


Let’s Ponder 


Read the short paragraphs above relating to three different 9th grade 
teachers. Then, respond to these questions: 


1. If teachers “A,” “B,” and “C” were asked to describe a 
“typical” 9th grade student, what might each respond? Would 
answers be similar, or different? If different, how would you 
explain responses of each? 


2. If each of these teachers were asked, “Is discipline a problem in 
your classroom?” how would each respond? How would you 
account for any differences? 


3. Would some students in the 9th grade likely be enrolled in 
classes taught by more than one of the above teachers? More 
than two? Explain your responses. 


4. Which of the above teachers probably has to spend the most 
time preparing for classes each day? Which one spends the 
least? Why did you reach these conclusions? 


5. If you had to choose, which one of these teachers would you 
most like to be? Least like to be? Why? 
OS OOT. SS I 
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The situation of the new teacher in the classroom is much different from 
that of the undergraduate student who is preparing to teach. The teacher 
experiences the “real world” of teaching. Given this exposure, the teacher 
has a context within which to evaluate the relative value of what he or 
she was taught by education professors in undergraduate classes. Not in- 
frequently, the pressures and demands of the teaching situation are per- 
ceived as having sparse connection with the world of education as it was 
described in undergraduate education classes. 

If this is the case, who is to blame? Should the professor have done 
better? Or is there something the matter with the teacher? There are no 
simple answers to these questions, but a case can be made for these prob- 
lems’ being primarily a result of differing perceptions of what the appro- 
priate role of the education professor is. 

The classroom teacher, particularly the new classroom teacher, tends to 
judge the education professor in terms of how well he or she provided 
solutions to problems that the teacher is facing in the classroom. Fre- 
quently new teachers take the stance that undergraduate education pro- 
fessors should provide “site-specific” solutions to problems. 

On the other hand, the university professor recognizes a responsibility 
to prepare students to qualify for a certificate that will enable them to 
teach in any area of any district in the state. Situations from school to 
school are viewed as being enormously different. Given this reality, the 
professor may well feel that there is no way to deal with issues other than 
in a rather general way. To provide “nuts-and-bolts” solutions to prob- 
lems that might work beautifully in School A could prove a real disservice 
to the students who ultimately take jobs in School B where such solutions 
would not be effective at all. Many university professors, then, feel them- 
selves compelled to deal with ratHer generalized responses to categories 
of teaching problems out of a recognition that the circumstances that the 
teachers will face are too idiosyncratic for a “sure-fire” answer that applies 
to every situation. 

Though it would be a mistake to be too optimistic, some evidence does 
suggest that the “perception gap” between education professors and 
teachers may be narrowing. Two factors contribute to this improvement. 
First, college and university training programs are increasingly becoming 
performance-based or competency-based. Stripped of all the hoopla that 
sometimes accompanies these terms, this means simply that college 
courses increasingly seek to provide new teachers with the specific kinds 
of skills that they will need in the classroom. Certainly, for the reasons 
noted earlier, there is no attempt to suggest to new teachers that they are 
being provided with answers to every classroom problem, but there has 
been a serious attempt to orient courses toward providing new teachers 


with a more specific understanding of instructional skills than was for- 
merly the case. 


A second change may be seen in the professors themselves, Not many 
years ago, individuals who pursued doctoral work in education and be- 
came professors were drawn overwhelmingly from the ranks of school 
administrators. Although many of these individuals had taught early in 
their careers, for large numbers this experience was ancient history. They 
tended to be much more familiar with the perspective of the administrator 
than with the perspective of the teacher. Although no one faulted their 
good intentions, some of these people simply lacked a feel for the kinds 
of specific information needed by new classroom teachers. 

Today large numbers of classroom teachers who have never held ad- 
ministrative positions pursue doctoral-level work. Their interests center 
primarily on the needs of the classroom teacher. Given this orientation, 
they are able to frame courses that tend to respond fairly effectively to the 
day-to-day needs of beginning teachers. Although some “credibility gap” 
between these university professors of education and classroom teachers 
still exists, there has been great improvement with the entry into the uni- 
versity teaching ranks of people who have spent a good number of years 
in the classroom and who continue to identify closely with the concerns 
of teachers. 

In the schools, teachers have most contact with those university profes- 
sors of education who are responsible for managing the student-teaching 
program. Though patterns vary greatly from place to place, ordinarily 
these professors visit the schools periodically to arrange for the placement 
of student teachers, to chat with the teachers who are selected to work 
with student teachers, and to supervise student teachers. Sometimes new 
teachers are needlessly concerned that these university professors are crit- 
ical of every move they make, a feeling carried over from their own stu- 
dent teaching, when their behavior in the classroom was being closely 
monitored. This issue should be of no concern to new teachers at all. First, 
the university professors are likely to be much too busy worrying about 
managing their own student teachers to become overly concerned with 
practices of others. Second, most of them have been around classrooms 
long enough to recognize that all teachers have splendid days as well as 
days that are better forgotten. Finally, university professors have no con- 
nection of authority with school district administration officials. Indeed, 
they function as guests of the district while visiting individual buildings. 
Consequently they are not at all eager to jeopardize their status as wel- 
come visitors by making disparaging or critical comments about faculty 
members either to administrators or to colleagues back on the campus. 

There has been a trend in recent years for the field experiences of pro- 
spective teachers to be greater in number and longer in duration than pre- 
viously. At one time, few new teachers got into a school until they did 
their student teaching. Today many colleges and universities provide op- 
portunities for their undergraduate education students to work in some 
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capacity in schools very early in their program. This phenomenon has 
meant a great increase in the number of contacts between professors of 
education and classroom teachers. There is a growing awareness of the 
desirability of immersing prospective teachers in the reality of the school 
situation as much as possible. In some cases, university professors have 
even been assigned offices in public schools where they counsel the stu- 
dents who are working as teachers’ aides and student teachers and where 
they conduct classes. A result of all this is that the university professor of 
education is coming to be a very familiar figure around public school class- 
rooms. This familiarity provides the opportunity, at least, for the devel- 
opment of a close personal relationship between professor and teacher 
that can be valuable to both. When teachers and professors feel comfort- 
able in exchanging their views candidly, conditions are excellent for the 
evolution of outstanding teacher-preparation programs. 

In summary, new teachers need to remember two key points: 
(1) professors of education are strongly committed to improving school 
practices, and (2) teachers are strongly committed to improving school 
practices. Given their common commitment to this goal, there is no reason 
that teachers and professors cannot work comfortably together. Though 
they may bring somewhat different perspectives to the tasks, there is 
every reason to expect that out of a comfortable and candid exchange of 
views, the entire educational enterprise will profit. 


The number of administrators whom a new teacher deals with varies 
greatly from situation to situation. It is true, however, that most elemen- 
tary schools have fewer administrators than most secondary schools. The 
number is primarily a function of school size. Elementary schools tend to 
be smaller than middle schools, junior high schools, or senior high 
schools. 

Many elementary schools have only a single administrative official in 
the building, the principal. The elementary principal is a very important 
figure. He or she is a “line” official. This means that the principal is in the 
chain of command that runs down from the superintendent's office. He 
or she has the authority to make and enforce the policy decisions that 
have been left to the principal's discretion by the superintendent. The 
ein of principals are not simply advisory; the building principal has 
“clout.” 

Elementary teachers ordinarily have very frequent contact with the 
building principal. Few days go by when they do not see the principal at 
some time during the day. Particularly in the case of new teachers, the 
principal is likely to be an occasional visitor to the classroom. In the ele- 
mentary school, too, the principal may make specific notes on what he or 
she observes and provide teachers with a critique of their performance 


EE 


MOVING THE EDUCATION PROFESSORS TO 
THE PUBLIC SCHOOLS 


Today, more than ever before, teachers are being trained in the classrooms 
where they will be working. Universities and colleges have recognized that 
it is not enough to talk about public schools. Texts and talk are fine, they 
have observed, but it takes a heady dose of reality to convince new 
teachers of the serious challenges they will be facing in the classroom. 


To provide this “dose of reality,” universities and colleges are sending 
professors to the field. Many have offices in public schools. They work 
here, on site, with student teachers. They teach some of their methods 
courses in the very buildings where those methods will have to be used, 
for better or worse, by their students. The system provides prospective 
teachers with a solid understanding of what teaching really is and the 
professor with an opportunity and an obligation to provide students with 
insights that will have some real bearing on the problems they face in their 
public school classrooms. 


Let’s Ponder 
Read the paragraphs above, Then, respond to these questions: 


1. Do you agree with the basic premise of this short article that 
sending professors to the field improves teacher training pro- 
grams? Why, or why not? 


2. To what extent is training an individual might get in one field 
setting generalizable to another? Is there a danger that pro- 
fessors might learn how to teach teachers to work only in the 
public schools where they have their offices? 


3. How do you think teachers would react if all professors of 
education had offices in school buildings? Who would be the 
major beneficiaries of this arrangement, teachers or professors? 
Why do you think so? 

4. Should professors of education have to take leaves of absence 
occasionally to return to teach in the public school classroom? 
What advantages and disadvantages do you see for such a 
proposal? 

———————— EEEE 
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after the observation. In addition to his or her responsibilities for school 
management, the principal tends to play an instructional leadership role 
in the elementary school. 

Secondary-school teachers, particularly those teaching in large high 
schools, may well see the building principal as a more distant figure than 
do their colleagues in elementary schools. Management tasks consume a 
great deal of the time of the high school principal. To assist in the gover- 
nance of the building, the principal commonly has one or more associates. 
For example, a school might have a vice-principal for student affairs and 
a vice-principal for curriculum. In such an arrangement, the vice-principal 
for student affairs handles major student discipline problems, complaints 
about students from school patrons, relationships between legal agencies 
and students in the school, and a host of other student-related problems. 
This individual is unlikely to have much contact with individual teachers 
in the building unless some severe student problem is involved. 

The vice-principal for curriculum is the individual most likely to have 
frequent contact with new teachers in a high school. This person is re- 
sponsible for course scheduling and the general organization of the aca- 
demic program. He or she needs frequent advice from teachers, particularly 
when new schedules of classes are being developed. In many buildings, 
this individual is expected to play an instructional leadership role as well. 
He or she may visit classes, particularly those of teachers new to the staff, 
to make formal observations and to evaluate performances. At the sec- 
ondary-school level, however, classroom visitations by administrators 
tend to be much less frequent and systematic than at the elementary level. 
Some new secondary teachers may never receive a visit from a school ad- 
ministrator, not because of a lack of concern about how new teachers are 
getting along but because of the tremendous work load carried by admin- 
istrators in large high schools. Sometimes, for all their good intentions, 
there simply is not time for secondary-school administrators to spend as 
much time working with new teachers as they would like. 

Much more distant from the day-to-day lives of classroom teachers are 
the administrators who work in the central district administration offices. 
In small districts, superintendents may make regular visits to the schools. 
In some, too, superintendents do much of the interviewing and hiring of 
teachers. But in intermediate- and large-sized districts, many teachers may 
never have had a personal conversation with the superintendent. School 
management is big business. In addition to managing a very large person- 
nel enterprise, the superintendent has many public relations tasks. As the 
official representative of the school district, the superintendent may be 
called on to testify before the legislature, respond to letters to the editor 
in the newspaper, and deliver talks before a host of important community 
groups. 

The duties of school administration in intermediate and large districts 
far exceed the capacity of a single individual. Such districts typically have 


several deputy, assistant, or associate superintendents with specific re- 
sponsibilities for managing such areas as finance, personnel, and curric- 
ulum. These individuals, too, generally spend little time in individual 
school buildings. Teachers’ contacts with them will very likely be limited 
to service on district-level committees chaired by designated central office 
administrators. 

Though these certainly do not offer occasions for personal contacts be- 
tween teachers and administrators, many districts bring superintendents 
and teachers together at one or more ceremonial occasions during the 
school year. Frequently there is a “kickoff” program for the school year 
held early in the fall, to which all school personnel in the district are in- 
vited. Many school systems sponsor meetings in the spring to present 
awards to teachers and to otherwise provide a ceremonial capstone to the 
school year. For teachers in intermediate and large districts, it is possible 
that these special occasions will be the only times during the school year 
that they will see administrators from the central district office. 

In summary, school administrators—superintendents and their deputies 
and principals and their deputies—represent line authority in districts. 
They are responsible for implementing and enforcing the policies of the 
school district. Their decisions are not simply advisory. Rather, these judg- 
ments provide a basis for action throughout that part of the district's op- 
erations over which they exercise control. Their contacts with teachers 
vary, depending on (1) the size of the school district and (2) the size of the 
school building. Generally teachers have more personal contacts with 
school administrators in small school districts and in schools enrolling 
small numbers of learners. 


Counselors have been part of secondary-school operations (particularly 
high school operations) for a number of years. Their advent in large num- 
bers on the elementary-school scene has been of relatively recent origin. 
The trend toward placing counselors in all elementary buildings seems to 
be accelerating, and the day may not be very far distant when nearly all 
elementary schools will have been assigned counselors. 

To be candid, relationships between counselors and teachers, particu- 
larly in the secondary schools, are not always harmonious. Indeed, some- 
times they are downright hostile, because of dramatically differing 
conceptions of what the role of the counselor should be. i 

Counselors’ training typically focuses on the individual. They are inter- 
ested in helping youngsters come to terms with themselves. Counselors 
using what is styled a directive approach tend to take an active role in sug- 
gesting to youngsters how they might resolve problems that are bothering 
them. Counselors using what is styled a nondirective approach presume 
that individual youngsters carry within themselves the solutions to their 
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“Now Jeff, tell me about this 
‘funny feeling’ of yours,” 


FIGURE 13-3 


problems. These counselors avoid making specific suggestions to learners 
and engage instead in procedures designed to help the youngsters them- 
selves to recognize and identify their own solutions to difficulties. Al- 
though there are deep philosophical differences dividing directive and 
nondirective counselors, both groups focus on the individual learner. 
They see helping the individual as their primary responsibility. 

Although teachers are certainly concerned about individuals, their role 
requires them to work with youngsters in groups. When they see a prob- 
lem youngster, they tend to be as concerned about that individual’s im- 
pact on the entire class as about his or her personal problems. When a 
teacher makes arrangements with a counselor to work with a disruptive 
student, that teacher is likely to expect the counselor to help that student 
“behave in class.” The teacher, then, sees the student’s behavior in the 
classroom as the most important dimension of the youngster’s behavior. 
The counselor will very likely be concerned about the entire range of prob- 
lems and behaviors of the youngster who is being counseled. 


The teacher may expect the counselor to “do something” that will result 
in a quick turnaround of the classroom behavior of a given youngster. In 
the eyes of the teacher, the counselor's role is to prompt a relative speedy 
correction of behavior that will permit the youngster to act in class in a 
way that is not disruptive to the instructional process. The counselor, on 
the other hand, who is more interested in establishing a long-term pattern 
of appropriate behavior, may be less concerned about achieving a dramatic 
turnaround in the youngster’s in-class deportment. His or her inclination 
might be to undertake a program for the youngster that requires extensive 
counseling and a fairly long period of time for results to be noticed. 
Should a counselor exercise such an option, the classroom teacher may 
see few if any immediate changes in behavior. Because the youngster may 
continue to be a problem in class, the teacher may conclude that the coun- 
selor is not doing his or her job. 

The differences in their understanding of what the outcome of counsel- 
ing should be are a force that divides teachers and counselors in many 
schools. Both teachers and counselors find it difficult to appreciate each 
other’s perspectives. Compounding the problem is a frequently felt, if 
rarely spoken, feeling that members of the “other group” have it “easy.” 
Teachers note that counselors have few papers to grade at night and that 
they do not have to contend with disciplining large groups of youngsters. 
“How easy!” some of them reason. Counselors look at teachers and ob- 
serve that they rarely take home extensive knowledge about the complex 
family and personal problems of individual students that they are bound 
by ethics to share with no others. “Teachers must sleep easy,” they may 
reason. 

Certainly we do not want to leave the impression that counselors and 
teachers are in hostile camps in all schools. This is not the case. In many 
schools, counselors and teachers enjoy excellent interpersonal relations. 
Probably it is accurate to say that most teachers and most counselors get 
along well, but of all the professional groups in the schools, misunder- 
standings seem most likely to arise between teachers and counselors. This 
situation is unfortunate in that both groups seek to help youngsters as 
they struggle toward maturity. It is not in the “ends” that there is disa- 
greement but rather in the ways that those ends are best to be served. 

Some efforts today are being undertaken to make both counselors and 
teachers more aware of the perspectives of the other group. At the un- 
dergraduate level, for example, many teacher preparation programs intro- 
duce future teachers to the counselor’s role. Many students even take 
special courses in counseling as part of their certification program. In the 
schools themselves, administrators work hard to involve both counselors 
and teachers in the development and implementation of policies regarding 
the treatment of students. This kind of cooperative action is helpful in 
breaking down the barriers between the two groups. Although some con- 
flicts between counselors and teachers will probably be with us always, 
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PERSPECTIVES OF A TEACHER AND OF A COUNSELOR 


“Jane has been ‘getting into my hair’ since the beginning of the school 
year! I'm just not getting anywhere with this group of fourth graders. 
She simply wi// not stop talking. It disturbs the other children, and | 
feel they're being cheated. I’ve talked to her mother. I’ve tried to reward 
her for being quiet. |’ve tried keeping her in at recess. I’ve tried sitting 
down with her and putting together a little ‘behavior contract.’ Nothing 
works! I’m falling way behind of where | should be, especially in math 
and reading. | hate to face these parents if our standardized test scores in 
these areas take a dip this year. If that’s not going to happen, something 
has to be done about Jane.” 


Let’s Ponder 


Assume the above statement has been made by an elementary school 
teacher to an elementary school counselor. Think about this situation and 
respond to these questions: 


1. What is the primary concern of the teacher? How do you know? 
2. What do you think the response of the counselor will be? Why? 


3. What do you think should be done? What is the basis for your 
decision? , 


4. What kind of a decision in this situation would tend to make 
relationships between, the teacher and counselor better? 


5. What kind of a decision in this situation would tend to make 
relationships between the teacher and counselor worse? 


er i 
FIGURE 13-4 


there is hope that these can be minimized as members of each group come 
to understand more adequately the perspectives of the other. 


Not all school districts have school psychologists, but they are becoming 
much more common in school districts across the country. They are much 
more common in intermediate- and large-sized school districts than in 
small school districts. Only rarely are they attached to individual build- 
ings. Generally school psychologists work out of the central district ad- 


ministrative offices. From these offices, they travel to individual schools as 
needed. 

Occasionally difficulties arise in relationships between teachers and 
school psychologists. Not surprisingly, these problems result largely from 
conceptions of the “proper function” of the school psychologist that are 
at odds. In this respect, the situation between teacher and school psy- 
chologist is somewhat parallel to the situation between teacher and school 
counselor. 

Most school psychologists view their role as being primarily diagnostic. 
They look at individual students, administer certain tests, and make judg- 
ments about the youngster being investigated. Their job is to provide as 
complete a description of the individual (and any problems he or she may 
have) that is consistent with the best scientific tools available. 

Teachers, on the other hand, may have quite a different understanding 
of the role of the school psychologist. A good many of them see the pri- 
mary responsibility of the school psychologist as being the provision of 
prescriptive as opposed to diagnostic information. That is, they expect 
more than a simple, complete, and scientifically grounded explanation of 
the youngster and the problem. The “more” that they often want is a set 
of specific directions regarding what should be done now. This prescrip- 
tion should accompany any diagnostic profile developed by the school 
psychologist, in many teachers’ eyes. 

In responding to requests for this kind of prescriptive information, 
school psychologists point out that it would be presumptuous for a single 
individual to suggest a definitive set of remedial procedures. This course 
should be the shared responsibility of teachers, the youngster, parents, 
social workers, administrators, and others. Prescriptions are just as much 
a responsibility of the teacher as of the school psychologist. 

Part of the difficulty that teachers sometimes have in understanding the 
exact role of the school psychologist results from the rather limited op- 
portunities they have to get to know one another well. Few schools are 
wealthy enough to have school psychologists in each buildings. Therefore 
opportunities for informal contacts between teachers and school psychol- 
ogists who work out of central district administrative offices are limited. 
Some districts attempt to overcome this difficulty by scheduling informal 
meetings between teachers and central office specialists, such as school 
psychologists, to promote better understanding of how members of each 
group view their roles and responsibilities. Such meetings can be very 
beneficial, but it is difficult, given the heavy time demands on school psy- 
chologists, teachers, and other specialists, to arrange for these meetings as 
frequently as might be desired. However, any meetings of this type at all 
are certainly better than none. It is likely that intermediate and large 
school districts will continue to work diligently on achieving a better un- 
derstanding between teachers and central office specialists of all kinds. 
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In larger districts, it is common for specialists in various aspects of the 
school curriculum to be attached to the central district administrative of- 
fices. Typically such individuals are called curriculum coordinators, curricu- 
lum directors, curriculum consultants, or by some other title that suggests 
that they play a leadership role in the area of curriculum. When districts 
are not very large, these individuals may each be responsible for all sub- 
jects in a limited number of grades. For example, a district might have 
individuals filling such positions as director of primary education, director 
of intermediate education, director of junior high school education, and 
director of senior high school education. Somewhat larger districts, in ad- 
dition to these specialists, will very likely also employ subject-matter spe- 
cialists of various kinds. For example, a district might have such people as 
a social studies consultant, a mathematics consultant, a reading consul- 
tant, a science consultant, a language arts consultant, and a music con- 
sultant. Very large districts will have large numbers of these individuals. 
The kinds and numbers of these central office curriculum people vary 
enormously from district to district. 

A new teacher who is interested in the priorities within a given district 
might look at a roster of curriculum specialists who work out of the central 
district offices. If, for example, there are large numbers of individuals who 
are science consultants and relatively few who are music consultants, the 
district may have made a decision to place more emphasis on science than 
on music. This could be good news for a teacher interested in science and 
perhaps not so good news for a teacher interested in music. The indication 
would be that a teacher interested in developing a first-class science pro- 
gram would very likely get more help from the central district curriculum 
staff than a teacher interested in developing a first-class music program. 
Certainly the number of subject-area specialists functioning as district-level 
curriculum people is not an infallible guide to a district’s priorities, but it 
is an indicator that should be given some serious consideration by pro- 
spective teachers as they weigh the strengths and weaknesses of the dis- 
tricts where they might wish to work. 

Central-district curriculum Supervisors are generally responsible for 
planning many of the in-service activities for teachers in their area of spe- 
Gialization. Districts may have between four and ten days during the year 
devoted to special staff-development programs. Typically, district curric- 
ulum people arrange for noted authorities in the field to speak, for pre- 
sentations by classroom teachers thought to have developed exemplary 
Programs, and for round-table sessions where teachers in the district can 
exchange concerns and ideas. Nearly all teachers in districts with subject- 
area curriculum specialists have some contact during the year at these in- 
service meetings with specialists in their areas of interest. 

Additionally, many subject-area Specialists systematically visit the 
schools to work with the teachers. New teachers in some districts are reg- 
ularly visited by a central-office curriculum supervisor. For example, a 


new third-grade teacher might be visited by someone such as the director 
of elementary curriculum or the reading coordinator. These visits are de- 
signed to assure new teachers that help is available from the central cur- 
riculum staff. These meetings, too, can give new teachers a feeling that 
they have some logical connection with the central-district administrative 
office and that somebody there “cares.” The frequency of such visits var- 
ies tremendously from district to district. Indeed, some districts never ask 
their central-office curriculum people to go to the schools. As might be 
expected, relationships between classroom teachers and central-office cur- 
riculum people tend to be less cordial in these districts than in those 
where the central-office curriculum specialists are frequent visitors to 
school buildings. 

Central-office curriculum specialists are “staff” as opposed to “line” of- 
ficials. This means that their decisions tend to be advisory in nature. Their 
decisions are generally reported to a line official, such as a superintendent 
or a building principal. These decisions have the full force of adopted pol- 
icy only when they have been approved and supported by people in line 
positions and those to whom these individuals might be accountable (in 
the case of superintendents, for example, these would be school board 
members). 

The distinction between staff authority and line authority is an impor- 
tant one. Though the district-level curriculum directors may work out of 
the central district offices, they usually cannot be regarded as “outrank- 
ing” the building principal. The principal is a line authority. Conse- 
quently, when situations arise where a district-level curriculum supervisor 
and a principal find themselves at odds over a particular matter of policy, 
it is ordinarily the principal’s view that carries the day. Thus a teacher 
should understand that though principals and central-office curriculum 
specialists may disagree, it is the principal's decision that has the full force 
of school-district authority behind it. For the view of the curriculum spe- 
cialist to prevail, he or she would have to convince the superintendent, 
another line official, of the merit of his or her position. In that case, the 
superintendent would direct the principal to adopt the position of the cur- 
riculum specialist. The principal would then agree to implement the policy 
of his line superior, the superintendent. It is important to note that he 
would react not to the staff wishes voiced by the curriculum specialist but 
to the line wishes of the superintendent, which, at this point, happened 
to coincide with the views of the curriculum specialist. 

Generally teachers enjoy quite good relations with curriculum specialists 
in the district. Curriculum specialists are ordinarily classroom teachers 
who have done advanced work to prepare themselves for the positions 
they hold. Most continue to identify closely with the concerns and needs 
of teachers. Many of these individuals have no aspirations to become prin- 
cipals or superintendents. Consequently they tend to think more like 
classroom teachers than like administrators. They tend to have relatively 
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frequent contact with classroom teachers. They provide a conduit for 
teachers’ views to become known to line officials working in the central- 
district administrative offices. Thus they provide a valuable service to su- 
perintendents as well as to classroom teachers. 


The School Nurse 


The school nurse is a professional who is found in most elementary and 
secondary schools. In addition to providing regular vision and hearing 
checks, as well as attending to other prescribed duties, the nurse provides 
first-line assistance in cases of emergency. 

Many new teachers are surprised to learn that the kinds of services the 
school nurse can offer have been severely restricted in recent years as a 
result of court cases and other rules and regulations. With some few ex- 
ceptions, the school nurse today is generally not permitted to administer 
medications to youngsters. The guidelines specifying exactly what nurses 
can and cannot do are quite detailed in many districts. Given their dis- 
position to avoid litigation, school districts today are very concerned about 
what goes on in nurses’ offices. This concern seems likely to be with us 
for a good many years to come. 


The School Psychiatrist 


Psychiatrists with direct connections to school districts are found only 
in the very largest school districts. With a few exceptions, they work for 
the district part time on a contractual basis. For example, the school psy- 
chiatrist may be available to work with school youngsters on Friday morn- 
ings. Given this schedule, school psychiatrists are able to work with only 
a fraction of the youngsters in the district. During an entire career, many 
teachers never meet a school psychiatrist. 


The School Psychometrist 


A psychometrist is a specialist trained in the preparation and adminis- 
tration of mental measurement tests. They tend to be found most fre- 
quently in very large school districts. Typically psychometrists work in 
central-district administrative offices. They may be attached to a large “re- 
search division” or to the central-district guidance offices, often known as 
pupil personnel services. Many psychometrists have had little or no experi- 
ence as classroom teachers. Many have a background in psychology and 


statistics. There tend to be few occasions when teachers and psychome- 
trists in a district interact informally. 


1 Many professionals who do not teach are involved in public education. To- 
gether with teachers, these individuals comprise the total professional staff 
of a school district. Each of these individuals provides a kind of expertise 
that is needed for the smooth functioning of the educational enterprise. The 
number of people and the range of their professional talents tend to increase 
as district size increases. 
Teachers and other nonteaching professionals in school districts sometimes 
find themselves in disagreement on basic issues because the members of 
each group tend to perceive their roles somewhat differently than those 
roles are perceived by members of other groups. 
Teachers tend to come into most frequent contact with those professors of 
education who are responsible for managing student-teaching programs. In 
general, because of a new emphasis on field-based programs and because 
more professors of education have come directly to graduate work from 
teaching, relationships between teachers and professors of education seem 
to be improving. 
Teachers deal directly with those administrators whose offices are in the 
schools in which they teach. Elementary teachers tend to have a great deal 
of personal contact with the principal. This is less so in secondary schools, 
primarily because they tend to enroll larger numbers of students than ele- 
mentary schools. In large buildings, the classroom teacher is likely to have 
more contact with one or more of the vice-principals or assistant principals 
than with the principal himself or herself. Teachers tend to have limited 
contacts with administrative personnel attached to central district adminis- 
trative offices. 

5 The principal is an official with line authority. His decisions carry the full 
weight of the district's authority in those areas over which he has been 
given control. Curriculum specialists attached to the central district offices 
generally have only staff authority; that is, their decisions are advisory. Their 
decisions become mandatory only when they are backed by an administra- 
tor with line authority. 

6 Conflicts between teachers and counselors are relatively common. Part of 
the difficulty stems from teachers’ view of the counselor as someone who 
ought to be most concerned with an individual’s behavior as it might influ- 
ence the behavior of other youngsters in a classroom. Many counselors, on 
the other hand, feel a primary responsibility to the longer-term and broader 
problem of the entire repertoire of a youngster’s behavior, both in the class- 
room and out. Teachers tend to want actions “now.” Counselors tend to 
want a solution that may take time but that will be lasting. 
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7 Many teachers believe that school psychologists should provide solutions 
to problems experienced by the youngsters who have been brought to their 
attention. Many school psychologists believe that their role is not to provide 
the solution but to diagnose the problem as precisely as possible. Because 
of these divergent views of the school psychologist’s role, teachers and 
school psychologists sometimes have relationships characterized by more 
heat than harmony. 

Central-office curriculum specialists are very common in intermediate- and 
large-sized districts. These individuals are responsible for planning in- 
service opportunities for teachers. They work fairly closely with the teaching 
staff. Many have had years of classroom teaching. Many tend to retain the 
perspective of the classroom teacher. They provide a valuable communi- 
cations link between teachers and top-level district administrators. 


œ 


Directions: Using your own paper, answer each of the following truelfalse ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


1. The primary responsibility of a school psychologist is to 
provide teachers with a specific set of instructions regarding 
how a particular child should be treated. 

2. Curriculum consultants and curriculum coordinators who 
work out of a district's central office more typically repre- 
sent “staff” authority than “line” authority. 

3. A secondary school is more likely to have an assistant prin- 
cipal or a vice-principal than is an elementary school. 

4. University professors who visit public schools are more 
likely to be associated with student-teaching programs than 
with other specializations within colleges of education. 

5. Today the school nurse usually does not have the authority 
to dispense medications to students from a supply owned 
by the school. 

6. There is a fairly common pattern of hostility between teach- 
ers and counselors in many schools. 

7. Principals always have to follow the suggestions made by 
curriculum consultants and curriculum coordinators who 
work out of the central district office. 

8. It is a very common practice for principals in large high 
schools to sit in on classes. 

9. In general, university professors of education today tend to 
have had more extensive and more recent classroom expe- 
rience than was typical in the past. 


10. There is a growing trend toward increasing the number of 
counselors in elementary schools. 


Many highly trained professionals who do not perform teaching roles 
are involved in the operation of the school program. The number of these 
individuals and the range of their specializations vary according to the size 
of the district. Large districts have many more specialists than small dis- 
tricts. In all districts, however, teachers have some contact with nonteach- 
ing professionals. 

Relationships between teachers and members of other professional 
groups in education are not always harmonious. Most difficulties result 
from confusion as to what roles are to be played by the various nonteach- 
ing professionals. Often teachers perceive the roles and responsibilities of 
these individuals quite differently than they are perceived by the individ- 
uals themselves. 

In very rough terms, nonteaching professionals in school districts can 
be divided into the two broad categories of line officials and staff officials. 
Line officials, including superintendents and principals, have the power 
to enforce their decisions. Staff officials, including, for example, curricu- 
lum directors and consultants, have only the authority to advise. Deci- 
sions by staff people become enforceable only when they are embraced by 
appropriate line officials. 

The operation of school programs demands a complex array of person- 
alities and skills, particularly in large districts. These skills demand spe- 
cialization, which, in turn, produces some differences in perspective that 
can interfere with open and comfortable relationships among all the cat- 
egories of professionals. The problem is not a new one. School adminis- 
trators have long worked to bring together teachers and other professionals 
in settings where views can be exchanged freely and mutual understand- 
ing can grow. These efforts seem likely to be a continuing feature of public 
education in this country in the years ahead. 
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Objectives This chapter provides information to help the reader to 
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NI 


Identify patterns of change in teachers’ emotional commitment to their 
profession. 

Point out several primary sources of teachers’ dissatisfactions with their 
work. 

Describe factors associated with changes in the learner population in 
schools today. 

Note the extent of student violence directed at teachers. 

Indicate changes in role relationships between administrators and teachers 
in recent years. 

Discuss the impact of state and federal legislative actions on the duties of 
the classroom teacher. 

Cite a number of psychological pressures closely associated with the profes- 
sion of teaching. 


Pretest Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 
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1. Today teachers’ morale in the United States is at an all-time 
high. 

2. The declining enrollments in the schools have generally 
made teachers’ jobs easier. 

3. Though still more prevalent in urban than in suburban and 
tural areas, student violence is increasingly perceived as a 
serious problem by classroom teachers everywhere, 

4. Teachers, generally, rate the effectiveness of school admin- 
istrators higher today than in times past. 

5. Formal guidelines describing such things as the negotia- 
tions responsibilities of teachers and administrators are 
more prevalent today than previously. 

6. Taxpayers today are generally less willing to vote new taxes 
for schools than in times past. 

7. Legislatures today tend to be less interested in specific 
courses taught in the schools than they were in times past. 

8. Many teachers report that loneliness is a significant per- 
sonal problem that they must face as professionals. 

9. It is common for school districts to spend money to provide 
counseling and special assistance for first-year teachers. 

10. Marital problems among first-year teachers are relatively 
common. 


Teachers earn more money today than ever before. Teachers enjoy bet- 
ter physical conditions in which to work than ever before. Teachers’ mo- 
rale is at a historic high. Which of the three preceding statements is (are) 
true? If you guessed the first two, you qualify as a close observer of the 
education scene. If you guessed all three . . . well, almost, but not quite. 
If you came up with another combination . . . well, we enjoyed having 
your participation. 

In truth, despite improvements in salary levels and working conditions 
(of course, we're speaking of averages here), the National Education As- 
sociation reports that the morale of teachers is at its lowest point in years. 
The toll has been particularly heavy among experienced teachers. For ex- 
ample, the proportion of teachers with twenty or more years of experience 
declined from 21.4 percent in 1966 to 14.1 percent in 1976 (New York Times, 
July 10, 1977). These figures suggest that job problems and pressures have 
been severe enough among large numbers of experienced teachers to 
prompt a mid-life career change. Clearly such steps are not taken lightly. 
The increasing willingness of experienced teachers to leave the profession 
underscores the point that, for many, teaching has become a frustration 
that simply cannot be borne. 

In addition to the large numbers who have already severed their asso- 
ciation with professional education, a large number of those still teaching 
today willingly admit to a desire to get out. A National Education Report 
released in 1977 pointed out that only 60 per cent of teachers plan to stay 
in the field until retirement. Just 38 per cent (compared with 45 per cent 
in 1971) indicated that, given a chance to choose again, they would still 
elect a teaching career. These data mirror an image of the “real world” of 
teaching light-years away from the cozy world of the Hollywood and tel- 
evision view of the teacher, who, surrounded by a gaggle of bright and 
willing learners, leads his or her charges from darkness to light. (Some- 
times these television “superteachers” do this in twenty-five minutes or 
less!) 

Buffed free of romantic imagery, teaching must be viewed by the honest 
and candid observer as a profession in trouble. The trouble stems not so 
much from inequities relating to salaries and workplaces as from psycho- 
logical factors associated with teaching. Changes in recent years have 
placed increasing pressures on teachers. Attributing these pressures to 
any single cause would be simplistic. On the other hand, to suggest that 
explanations are so varied and multidimensioned as to defy analysis also 
represents a retreat into illogic. In truth, a cluster or group of “causes” has 
contributed to the increasing incidence of teachers’ disaffection with their 
roles. In general, teachers have felt pressures emanating from these four 
sources: 


1. Students. 3. External political agencies. 
2. Administrators. 4. Themselves. 
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In the sections that follow, specific dimensions of the pressures relating 
to each of these sources are sketched in some detail. 


Composition of the Student Body 


In part, difficulties that teachers experience with students relate to 
changes in the makeup of the student population. If a rather long histor- 
ical perspective is taken, some striking differences in the nature of the sec- 
ondary-school population can be noted. For example, in 1910, only 8.8 per 
cent of the seventeen-year-olds graduated from high school. The 1977 fig- 
ure was 75 per cent. (New York Times, Sept. 28, 1977). This change reflects 
a dramatic shift in the function of the senior high school. In the early years 
of this century, the senior high school functioned as a college- or univer- 
sity-preparatory institution. High schools tended to attract the academi- 
cally talented student, and the spectrum of student interests and abilities 
was much narrower than is the case at present. 

Today’s teachers, on the other hand, must deal with “everybody,” in- 
cluding students with learning deficiencies of all kinds, with severe per- 
sonal and family problems, and with interests that may be far afield from 
what the school has to offer. The kind of instructional planning and per- 
sonal performance demanded of teachers to truly respond to this diversity 
has been extraordinarily demanding. As professionals sincerely wanting 
to help “them all,” some teachers have given up in frustration, worn 
down by the effort involved in stretching personal resources too far. 


Declining Enrollments 


Changes in the number of students have also had an impact on teach- 
ers. Indeed, future historians may well point to changes brought about by 
the introduction and wide availability of the birth control pill in the early 
1960s as a pivotal event in the evolution of American education. The in- 
troduction of the pill brought to a halt the post-World War II enrollment 
boom and its accompanying building programs, double-session atten- 
dance, and teacher shortages. Not only did the number of youngsters in 
school decline, a good number of schools closed their doors. For example, 
from 1967 to 1977, the number of elementary schools in the United States 
dropped from 70,879 to 63,242 (New York Times, Sept. 28, 1977). By the late 
1970s, the enrollment dip had worked its way into the secondary schools. 
The overall impact of these enrollment declines has been enormous. The 
trend seems destined to continue through the mid-1980s. For example, the 
1977 enrollment of 15.7 million youngsters is projected to dip to 13.3 mil- 
lion by 1986 (New York Times, Sept. 28, 1977). 


Declines in the number of students have had direct consequences for 
teachers. In most states, the funding for schools relates, in part, to the 
number of youngsters enrolled. This funding pays teachers’ salaries. 
When funding is reduced, the number of teachers hired also declines. In- 
creasingly it has become difficult for new teachers to find positions. 

Experienced teachers, too, have been affected by the trend toward 
fewer enrollees. Given the connection between the number of students in 
the schools and the tax dollars available for education, there has been a 
strong effort to ensure that students now enrolled in school will stay 
there. In very crass economic terms, every student who leaves school rep- 
resents a financial loss to the school system in terms of revenue from the 
state. Consequently teachers have been put under great pressures to keep 
youngsters in school. 

This is not to suggest that teachers have not always been active sup- 
porters of dropout-prevention programs. They have. But in times past, 
particularly at the secondary level, some students did leave before com- 
pleting their program for any number of reasons. What is new is the in- 
tensity of administrative pressure to hold onto everybody. Many teachers 
find themselves with large numbers of students whose interest in being 
in school is, at best, only marginal. Rightly or wrongly, some teachers 
have given up on teaching because of their inability to communicate with 
such youngsters. 

The effort to keep students in school has also resulted in many teachers’ 
finding themselves caught in between two incompatible pressures. On the 
one hand, they see administrators concerned with budget preservation 
pushing hard to prevent dropouts. On the other hand, they sense the 
pressure to ensure that minimum standards of competency will be up- 
held. Many teachers feel trapped between a public demanding perfor- 
mance and an administration bent on protecting revenue sources. For 
large numbers of teachers, this situation has resulted in an increasing dis- 
affection with their chosen profession. 


Perhaps more potent than the pressures associated with changes in en- 
rollments as a source of teacher dissatisfaction has been the increase in 
student violence in recent years. The statistics related to this phenomenon 
are frightening. The National Education Association reported that 54,000 
members of the organization were physically attacked by students during 
school year 1977-1978. During the same year, 144,000 had their personal 
property maliciously damaged. A survey of members revealed that 56,000 
NEA members viewed themselves as working in schools where violence 
was a “major problem” (Today's Education, Feb.—March 1978) : 

Once thought of as a problem unique to the urban school district, evi- 
dence suggests that today violent behavior is a concern of teachers in sub- 
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VIOLENCE IN SCHOOLS: SOME DATA* 


Percentage of Teachers Who 


See Violence As Have Been 
a Problem Attacked in School 


Urban 


Suburban 


Rural 


Let’s Ponder 


1. What patterns do you observe as you study percentages of 
teachers who see violence as a problem in urban, suburban, 
and rural schools? 


2. How do those patterns correlate with percentage of teachers 
in urban, suburban, and rural schools who have been attacked 
in school? 


3. How do you account for differences you observe? 


4. Were you to predict how a similar survey might come out ten 
years from now, what kinds of patterns would you expect? 
How do you explain any predicted differences from present 
patterns? 


5. Ifyou wanted to significantly reduce the incidence of school 
violence, what would you do? Why? What might limit your 
options? What resources would you need to succeed? 


*These data are taken from “School Violence.” Today's Education, 67. February/ 
March 1978. p. 16. 
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urban and rural districts as well. Nearly 25 per cent of NEA members from 
small rural districts, nearly 30 per cent of suburban NEA members, and 
42.5 per cent of teachers working in large urban systems reported that stu- 
dent violence was a problem (Today's Education, Feb.-March 1978). 


Concerns about student violence are reflected in the large sums of 
money that many school districts invest in security services. The scale of 
some of these operations is astonishing. For example, the Los Angeles 
County School Security Force constitutes the second largest police depart- 
ment in the United States. It is charged exclusively with providing a safe 
atmosphere within the county’s school system (New York Times, March 27, 
1977). 

The city of Minneapolis has undertaken to assign unarmed police offi- 
cers, who have had the benefit of special psychological training, to each 
high school in the city. Their mission is to prevent vandalism and violence 
by developing friendships with students and anticipating and responding 
to trouble before it happens (New York Times, March 27, 1977). 

Clear evidence of increases in student violence disturbs teachers. Though 
many understand that the causes of student behavior may, in many cases, 
be quite independent of anything the teacher does, when that behavior 
takes a violent turn the teacher all too often is the victim. Concerns about 
personal safety and doubts about the ability to provide a responsible ed- 
ucational experience in an atmosphere where violent student behavior has 
become too frequent have led many teachers to leave the profession. 
Given recent trends, student violence seems to be an issue that will be 
facing educators for some time to come. 


Evidence mounts that teachers are increasingly concerned about the 
quality of administrative support in their schools. A survey conducted by 
the NEA revealed that 17 per cent of the teachers who responded per- 
ceived administrators as interfering with their ability to perform their jobs 
well. Only 8 per cent indicated that their effectiveness in the classroom 
owed a great deal to excellent school administration. Significantly, this lat- 
ter figure is down from a figure of 35 per cent in a poll taken just ten years 
earlier (New York Times, July 10, 1977). 

Complaints against administrators reflect a broad range of concerns. 
One theme that occurs again and again when teachers voice questions 
about administrative decisions is the large number of nonteaching tasks 
that teachers are asked to perform. One audit in New York City revealed 
that teachers spend as much as one third of their time on nonpedagogic 
duties (New York Times, May 23, 1978). Whether such decisions are, in the 
first instance, made by school administrators or by others (for example, 
state legislatures), it is the administrative group that is charged with over- 
seeing the implementation of directives that influence teachers’ freedom 
of action. Consequently administrators become natural targets for teach- 
ers’ anger when decisions are perceived as placing a negative constraint 
on their freedom. 
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FIGURE 14-2 


The natural position of the administrator as a target for teachers’ reac- 
tions when unpopular decisions are handed down is not new. To a de- 
gree, at least, administrators have always taken some heat from teachers. 
Most have managed this role with some equanimity and have viewed at 
least a moderate level of teachers’ complaints as going with the territory. 
That many administrators in times past were able to deal effectively with 
this situation is attested to by the high ratings that many teachers in pre- 
vious years gave to “excellent administrative support” as a factor contrib- 
uting to the success of their programs. In other words, although 
administrators served as an outlet for teachers’ complaints and concerns, 
they were still able to function adequately, in the eyes of many teachers, 


as credible and effective instructional leaders. Today that condition is rap- 
idly changing. 


In part, this change results from moves to organize teachers to give 
them a powerful collective voice. Some refer to this as a process of profes- 
sionalization. Others suggest that unionization is a more apt label. Whatever 
the title, a common result has been the development of a system of tight 
teacher organizations that have lobbied for, and frequently won, legisla- 
tive support for legal guidelines regulating relationships among school 
boards, administrators, and teachers. In many areas, informal discussions 
and consultations among school boards, administrators, and teachers have 
been replaced by formal negotiation procedures. These procedures fre- 
quently place teachers in one camp and the school board and the admin- 
istrators in another. Both sides then come together to negotiate agreements 
and, in some cases, draw up formal contractual arrangements much along 
the lines of large corporations and unions. 

One effect of these developments has been to draw a legal line between 
administrators and teachers. Administrators argue the school board’s po- 
sition and are identified with it. The teachers’ leaders argue the teachers’ 
position. Not surprisingly, a good deal of heat develops during many ne- 
gotiation sessions. Not surprisingly, too, teachers tend to blame adminis- 
trators for problems, and administrators tend to blame teachers for 
problems. Once negotiations have been completed, particularly when dis- 
cussions have been protracted and heated, some ill feeling may linger 
among partisans of both the administrative camp and the teacher camp. 

Given this division between administrators and teachers (groups that in 
many areas are required by law to engage in a public dispute over how 
budgets will be established and managed), it has become increasingly dif- 
ficult for teachers and administrators to see themselves as rejoined in a 
common purpose once negotiations have been completed. Many teachers, 
for example, find it very difficult to accept a principal as instructional 
leader after hearing him argue during negotiations for a school board po- 
sition that, from the teachers’ perspective, seeks to undercut instructional 
support funding. Teachers, many of whom are little grounded in the fun- 
damental premises of the negotiation process, may well conclude that any 
administrator who supports an “antiteacher” position during negotiations 
is, by definition, “incompetent.” Given this equation, teachers are inclined 
to attribute all successes to the teachers’ efforts and all difficulties to bad 
administration. Not a few have left the profession because of a perception 
that administrative miscues alone were responsible for all of their difficulties. 

The negotiation process in education is young. Teachers and adminis- 
trators may yet learn a lesson from corporations and unions, which have 
had decades of experience in the sophisticated art of give-and-take across 
the bargaining table. Basic to this lesson must be a realization that ina 
negotiation process, every party plays an assigned role. Administrators 
are charged with making as effective a case as possible in behalf of the 
school board. The teachers’ representatives do the same in behalf of their 
constituents. Neither individual administrators nor individual teachers’ 
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“Here we go again! The teachers want a salary commensurate with that of garbage 
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representatives ought to be held personally accountable for the positions 
expressed during the negotiation process. They are simply front men 
charged with giving forceful articulation to positions formulated elsewhere. 
Once agreement has been reached, no bitterness ought to remain be- 
tween individual administrator negotiators and individual teachers’ rep- 
resentatives. A sophisticated understanding of (1) the proper roles of the 
negotiators and (2) the negotiation process itself should result in a com- 
mitment to live with the decisions that have been made. Further, both 
administrators and teachers should be able to interact comfortably with 
the individuals who played an active part in negotiating these decisions. 
But until teachers and administrators reach this level of sophistication, 
suspicions will very likely linger long after the lines of division—formu- 
lated specifically for the purposes of organizing and facilitating the nego- 
tiation process—have lost any practical utility. In the long run, the 
education of administrators and teachers in the negotiation process has 
the potential to improve the working relationships of administrators and 
teachers. In the short run, many teachers and administrators may well 


base part of a decision to leave the profession on a conviction that the lines 
drawn for purposes of negotiation have remained irrevocably frozen in 
place long after the debates have ended. 


Teachers’ work has always been highly visible. Additionally, because 
nearly all adults have completed at least twelve years of schooling, their 
familiarity with the work of the teacher has no parallel in other profes- 
sions. Because of this familiarity and because of the public nature of teach- 
ers’ work, the public has always been willing to express its feelings with 
regard to how the schools should be run. In recent years, this interest has 
intensified as skyrocketing school costs have resulted in dramatic escala- 
tions in real-property taxes. These increased taxes have become a burden 
for many middle-class Americans in these inflationary times. Not surpris- 
ingly, many have been greatly concerned about whether the schools were 
doing all they could be doing to produce quality and cost-effective education. 

In many parts of the country, taxpayers have not been pleased by what 
they have observed happening in the schools. Some, for example, have 
noted that higher school costs seem to be accompanied by declines in stu- 
dents’ performance on standardized tests. Rightly or wrongly, many have 
concluded that teachers and schools have been demanding more and giv- 
ing less. This attitude has resulted in a much higher incidence of failure 
for school-related money issues on ballots in recent years. Additionally, 
these pressures have resulted in the passage of “teacher-accountability” 
legislation in many parts of the country. 

Accountability legislation essentially seeks to hold the teacher respon- 
sible for ensuring that the learners under his or her charge will indeed 
learn. Many teachers have reacted very negatively to these new regula- 
tions. They argue that they are being held responsible for students’ learn- 
ing but are given no individual control over such important factors as 
(1) the learners’ entry-level skills, (2) the level of support for textbooks and 
other learning materials, (3) a home and school study environment con- 
ducive to learning, and (4) the level of parental interest in student achieve- 
ment. Teachers point out that these and other factors contribute to student 
achievement. It is unjust, they say, to hold teachers responsible for learn- 
ers’ performance when teachers can control very few of the variables re- 
lated to how a student does in school. Not a few teachers have left the 
profession because of frustrations associated with the implementation of 
accountability legislation. 

Perhaps an even greater frustration to many teachers has been the great 
increase in the direct participation of legislatures in the curriculum- 
building process. In years gone by, legislatures were content to sketch 
broad outlines for the school curriculum and to allow state departments 
of education to work out the details. For example, a legislature might spec- 
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ify that the social studies curriculum should “promote good citizenship,” 
but the social studies courses themselves were left to professional social- 
studies curriculum specialists in state departments of education and, to a 
lesser extent, in individual school districts. 

The dissatisfactions of taxpayers and of other groups with the schools 
has made legislative bodies increasingly suspicious of the capabilities of 
professional educators to organize and manage school affairs. Conse- 
quently legislatures have become much more willing to pass legislation 
specifically mandating individual school programs and courses. Respond- 
ing to this new willingness, organized pressure groups of every stripe 
now mount expensive lobbying campaigns to encourage legislatures to 
pass laws requiring the introduction of pet programs into the school 
curriculum. 

An individual who has tracked the activities of pressure groups in one 
State focusing on the social studies program has noted that well-organized 
efforts have been mounted in Support of new courses in such disparate 
topics as (1) labor unions, (2) free-enterprise education, (3) consumer ed- 
ucation, (4) crime and drug education, (5) the American legal system, 
(6) women’s rights, and (7) Holocaust studies, Similar groups favoring 
these courses (and others too numerous to cite here) are active throughout 
the country. 

Quite a few of these attempts to influence the school curriculum 
through legislative action have been successful. In 1973, Texas passed a 
law mandating that 


all public high schools shall give instruction on the essentials and benefits of 
the free enterprise system. Instruction shall be given in accordance with the 
course of study prescribed by the State Board of Education for at least one se- 
mester or quarter. (House Bill No 1118, 1973, State of Texas) 


The economic education lobby extended this mandate in 1977, when 
Texas Senate Bill 1040 passed directing the schools to systematically infuse 
economic understanding into existing courses from Kindergarten through 
the twelfth grade. (Senate Bill No 1040, 1977, State of Texas). Similar suc- 
cesses of lobbyists interested in legislating educational changes could be 
cited from many other states. 

The two examples from Texas illustrate the two lines of approach ordi- 
narily taken by those interested in influencing the curriculum through leg- 
islative action. On the one hand, there are attempts to require students to 
take specified courses (1) that may be entirely new to the curriculum or 
(2) that may have existed Previously as electives. On the other hand, there 
are attempts to infuse certain kinds of content into courses that students 
are already required to take. Such courses as American history have been 
favorite vehicles for this approach. 


eS 


AN EXAMPLE OF A STATE LAW MANDATING A NEW COURSE: 
HOUSE BILL 1118 (TEXAS), PASSED 1973 


AN ACT 


BE IT ENACTED BY THE LEGISLATURE OF THE STATE OF TEXAS: 
21.1031, INSTRUCTION IN THE FREE ENTERPRISE SYSTEM 


(a) All public high schools shall give instruction on the essentials 
and benefits of the free enterprise system. Instruction shall 
be given in accordance with the course of study prescribed by 
the State Board of Education for at least one semester or 
quarter, equal to one-half unit of credit. The State board of 
Education shall prescribe suitable teaching material for the 
instruction. 


(b) As used in this section ‘free enterprise’ means an economic 
system characterized by private or corporate ownership of 
capital goods, by investments that are determined by private 
decision rather than by state control, and by prices, production, 
and the distribution of goods that are determined in a free 
manner. 


Sect. 2. This Act applies beginning with the 1974-1975 school year. 


Let’s Ponder 


1. What impact might you have expected this Act to have had on 
school social studies programs? 


2. What impact might you have expected this Act to have had on 
teachers? 


3. What impact might you have expected this Act to have had on 
training of preservice social studies teachers? 


4, What impact might you have expected this Act to have had on 
inservice training programs for social studies teachers? 


5. What impact might you have expected this Act to have had on 
budgets for school materials for other courses? 


6. What motivates legislatures to pass laws of this kind? 


7. How do you feel about laws such as the one illustrated here? 
Why? 
——— el 


FIGURE 14-4 
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For teachers, the effect of mandating a required new course has impor- 
tant implications. The staffing requirements are enormous whenever a 
course is required of all students. When a newly required course is in an 
area in which few teachers have been trained, it is inevitable that a good 
many teachers will be called on to teach it who have little if any training 
in the area. It is frequently shattering to a teacher's self-image to be re- 
quired to teach in an area in which he or she has no depth of understand- 
ing. When this realization is coupled with the demand that teachers be 
held accountable for students’ learning, it is little wonder that teachers, in 
general, are unenthusiastic about legislative attempts to require new 
courses of all students. 

The alternative of avoiding the problems associated with mandating 
new courses by simply calling for the infusing of certain content into ex- 
isting courses has proved to be an attractive option of legislatures in recent 
years. Indeed, pressure groups have generally found it easier to sell an 
infusion-of-content approach, even to teachers, than a required new 
course. But the notion that a required infusion of new content into an ex- 
isting course comes at no cost is an illusion. At bottom, the difficulty is 
that legislatures have been willing to identify the content that, by statute, 


Given this reality, the equation is a simple one: “When something goes 
in, then, too, something must come out.” 
By legislative failure to deal with this issue, teachers have been left to 


each of their courses. Frequently the content to be infused bears only a 
minimal relationship to other topics in the course, and teachers become 
very frustrated in trying to build responsible sequences for their courses. 
Planning time is enormous if the new content is to be infused in a way 
that makes logical sense. Teachers who have had to face this task tend to 
become nearly as resistant to the legislative infusion of new content as 


In addition to the actions of state legislatures, federal programs play an 
increasingly important part in the school curriculum. An almost universal 


Commendable in its purpose, Public Law 94-142 seeks to assure free 
and appropriate public education for all handicapped children. This sem- 
inal mainstreaming legislation seeks to provide education for handicapped 
youngsters in the least restrictive learning environment possible. In other 
words, many of these youngsters, formerly taught all day in special 
schools or classes, are henceforward to spend at least part of their school 
day in the regular classroom with regular teachers. Patterns vary for each 
youngster served. 

To assure that each handicapped youngster receives a program appro- 
priate to his or her needs, Public Law 94-142 requires that an “individual- 
ized education program” be established and developed in the form of a 
written document at a meeting including representatives of the local ed- 
ucational agency, the child, the child’s parent, and the teacher (the regular 
classroom teacher.) This written document must include specific refer- 
ences to (1) present levels of educational performances, (2) goals and 
short-term objectives, (3) the specific services to be provided and the time 
required to deliver these services, (4) the starting date and expected du- 
ration of the services, and (5) the evaluation criteria for whether objectives 
are being achieved. Clearly the development of an individualized educa- 
tion program cannot be accomplished hastily. The time required of the 
classroom teacher (and of the others) for this task alone can be staggering, 
particularly as the teacher must participate in a separate conference to de- 
velop an individualized education program for each handicapped young- 
ster with whom he or she may work. 

In addition to the time implications of Public Law 94-142, there are other 
difficulties for the classroom teacher who must respond to this legislation. 
For the first time (for most classroom teachers, anyway), there will be 
handicapped youngsters in so-called regular classrooms. Few teachers in 
these classrooms have had specific training for dealing with the unique 
qualities of these youngsters. Those teachers who go to university spe- 
cialists for help may find some frustration there as well. Most university 
people who have backgrounds in special education have come out of a 
professional preparation program that assumed that handicapped children 
would be dealt with in special classes of no more than ten (and in many 
cases, considerably fewer) youngsters. These professionals, too, are at a 
loss to come up with concrete suggestions for a teacher who has questions 
about dealing meaningfully with three or four handicapped youngsters in 
a classroom along with thirty other “regular” youngsters. 

With regard to public Law 94-142, the bottom line is that a commend- 
ably humanistic intent has spawned a requirement to serve the needs of 
handicapped youngsters under conditions that are novel to the, American 
educational experience. In time, university specialists and classroom 
teachers working together will develop some procedures for working un- 
der these new circumstances. But this learning process will not come pain- 
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lessly. For many classroom teachers, the burden of coping with this new 
situation has not been a pleasant one. Some, feeling that they are being 
asked to do what they have not been trained to do, have determined to 
leave the profession. Others are taking a wait and see attitude. 

A thread running through the comments of teachers who have found 
it difficult to adjust to state and federal mandates with regard to education 
is a resentment over a perceived insensitivity to the demands placed on 
teachers’ time. There is a feeling that widely diffuse interest groups, each 
with a priority concern, push hard to see to it that something is put into 
the curriculum by legislative mandate, but there is no central clearing 
house to assess the demands of all these actions on teachers’ time. Only 
when the teacher is told that he or she must do X and Y and Z, do all of 
these new tasks come together. It is left to the teacher to do the magic of 
weaving newly mandated strands into the program fabric. It is up to the 
teacher to select the strands that must go to make room for the new. 

If the teacher is successful, he or she is not likely to come in for any 
special commendation. “After all,” administrators may say, “he (or she) 
was just following the rules.” But if the effort is unsuccessful, the burden 
of the failure seems certain to fall on the teacher. “He or she never really 
believed in these changes,” administrators may say. Clearly there is more 
potential for criticism than for praise in these circumstances. Resulting 
from an insensitivity to the magnitude of teachers’ present responsibilities, 
a continuing trend toward increased legislative intervention in the specif- 
ics of the school curriculum may encourage teachers to leave the profes- 
sion out of a conviction that a decision to remain would represent a tacit 
commitment to working under “no-win’” conditions. 


Many teachers leave the profession only two or three years after they 
begin. The economic rewards of other professional roles, particularly in 
terms of their upside potential, motivate many of them to leave. With few 
exceptions, teachers who work harder and develop productive relation- 
ships with students are not paid any more than teachers who are less suc- 
cessful. Other teachers leave because of marriage or decisions to relocate 
to an area of the country where there are more teachers than teaching 
Positions, and for a host of other personal and family-oriented reasons. 

Aside from reasons associated with either monetary rewards or the fam- 
ily, many teachers quit simply because they find that the job does not pro- 
vide the personal satisfactions they had envisioned. A good number of 
these teachers find that the real world of teaching bears scant resemblance 
to education as it was depicted in their undergraduate teacher-preparation 
program. The view of what constitutes the essential characteristics of 
teaching seems to undergo considerable change from the time an individ- 
ual completes his or her undergraduate teacher-education program and 


the time he or she completes the first year of teaching. There is evidence 
that teachers’ regard for the quality of their college or university teacher- 
preparation program diminishes after the first year of teaching. Stouffer 
(1972), for example, found that graduates of a teacher preparation pro- 
gram who had never taught tended to value their training much more 
highly than their classmates who had taught. 

A good deal of the difficulty and frustration experienced by beginning 
teachers is related to the adjustments they must make to the classroom. 
Though most teachers have had rather extensive preservice experiences 
with students in student-teaching programs of some kind, even the best 
of these programs continue to treat the preservice teacher as a student 
rather than as an instructional leader. The student teacher has available 
the support and council of a supervising teacher and of professionals from 
the college or university. Additionally, there is typically a group of student 
teachers who can get together to share concerns and allay individual anx- 
ieties as they go through this professional rite of passage. Though the stu- 
dent-teaching experience is valuable, still it does not really replicate the 
demands of the “real” teaching situation. Gaede (1978) commented on 
this situation as follows: 


The student teaching experience can only approximate the actual task of 
teaching. Despite efforts to the contrary, student teaching can only be viewed 
as a simulation of actual teaching. The student teacher has a wealth of re- 
sources upon which he can draw. There are a number of people to whom the 
student teacher can go for help with a problem. In contrast, the first-year 
teacher is, in many ways, isolated from outside help and counsel. Beginning 
teachers often complain of the lack of support from school administrators, and 
a feeling of being thrown into full teaching responsibilities to sink or swim on 
their own merits seems to prevail.* 


The frustrations of first-year teachers result in large measure from the 
failure of most school districts to provide truly systematic supervision of 
and support for first-year teachers. It is true that most principals encour- 
age new teachers to share concerns. It is true that fellow teachers are sym- 
pathetic. But most beginning teachers get the impression that they are 
expected to be “ready,” and that too much open expression of concern 
may be read by some as an admission of incompetence. 

As an alternative to present practices, Gaede (1978) suggested that 
school districts and colleges and universities where teachers are trained 
might negotiate agreements calling for college and university personnel to 
provide continued support for first-year teachers. He suggested that vis- 
itations to the classrooms of these teachers, the systematic provision of 
comments, and organized seminars of first-year teachers might help 


* “Reality Shock: A Problem Among First-Year Teachers,” The Clearing House (51, Feb- 
tuary-March 1978), pp. 405-410, at p. 407. 
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D E e S 
LONELINESS IN THE SCHOOLS 


“If one wanted a barometer of the degree of loneliness and isolation from 
others that can exist in a school the lunch-time behavior of teachers would 
be one clue. In one elementary school such a ‘survey’ was done only to 
find that with the exception of four or five teachers who always ate 
together, others scattered. Virtually all of the new teachers, or those 
experiencing difficulty managing the behavior in their classes were eating 
alone in their rooms. Only one or two would eat in the teachers’ room, 
Just as distressing are the school staffs that do congregate in the teachers’ 
room where the conversation is a mind-shattering resumé of all that is 
wrong with schools, pupils, teachers, and life. It is all too often a quick- 
sand bog of despair and bitching and while it may serve the purpose of 
catharsis for some, it is far too often a self perpetuation of the angriness 
and aloneness felt by so many teachers.” 


[Reprinted with permission from Peter Knoblock and Arnold P. Goldstein. The 
Lonely Teacher. Boston: Allyn and Bacon, 1971. pp. 11-12.] 


Let’s Ponder 


1. What contributes to teachers’ feelings of loneliness in schools? 


N 


How does the degree of loneliness experienced by teachers 
compare with that felt by other professionals? How do you 
account for any differences? 


3. Why do you think the writers of the passage suggest that teach- 
ers who are experiencing problems are especially likely to ex- 
perience feelings of loneliness? 


4. What factors in schools tend to perpetuate teachers’ loneliness 
as a problem? 


5. What changes might be made to help teachers deal with the 
problem of loneliness more effectively? 


TT 


FIGURE 14-5 


bridge the gap between student teaching and the demands of a full-time 
teaching position. Certainly the idea merits investigation. 

A specific concern reported by many beginning teachers is the lack of 
professionalism among members of the teaching staff. Many begin ex- 
pecting the faculty to be genuinely interested in educational issues, eager 
to embrace promising innovative practices, and willing to engage in the 


spirited discussion of professional issues. Instead many new teachers re- 
port that many faculty room conversations center on the business ven- 
tures of some of the teacher enterpreneurs, trends in home decoration and 
lawn maintenance, and the prospects of the football team. By no means 
all, but still a significant number, may seem to the new teacher to have 
abandoned any serious interest in education as a profession. The lack of 
congruence between training for professionalism and a work environment 
that, in many respects, may not be professional leads many new teachers 
to abandon their commitment to education. 

New teachers report, too, that although many fellow staff members are 
supportive, some are extremely reluctant to share practices and ideas that 
have worked well for them in the classroom. Knoblock and Goldstein 
(1971) found that “teachers report a climate of fear of novelty and jealousy 
over successes of children which lead to hording of ideas and materials” 
(p. 10). A distressingly large number of teachers seem to feel that their 
own “excellence” as teachers might somehow become diluted were they 
to share their expertise with the less-experienced newcomers. Clearly not 
all teachers—indeed, certainly not even a majority—feel this way, but 
their numbers are sufficiently large so that productive communication 
with senior staff members is frequently reported as a serious problem by 
new teachers. 

Many new teachers who have left the profession out of a feeling that 
they could not establish satisfying relationships with their teacher peers 
indicate that they attempted to reorient themselves with a view to seeking 
satisfaction from students’ reactions to their instruction. But not all stu- 
dents respond. Many have very unsatisfactory home situations. Many 
have aptitudes in other areas. Many have interests that just do not tie into 
what a teacher may be trying to accomplish in a given class. Beginning 
teachers who have attempted to build a base of personal support only on 
students’ reactions to their teaching have found more disappointment 
than satisfaction. Though some students respond well, inevitably others 
do not, As rather insecure beginners, new teachers tend to dwell on the 
failures rather than the successes of their teaching. For those who have 
given up any hope of developing effective lines of communication with 
fellow faculty members, the failure of some students to respond has been 
personally devastating. As a result, not a few have left the profession be- 
lieving that they simply were not cut out for teaching. À 

Individuals who have left teaching for this reason are casualties of a 
phenomenon that is too little discussed in teacher preparation programs. 
Put simply, teaching is a lonely profession. With some exceptions, teach- 
ers work as individuals, in closed classrooms, with young people unable 
to share adult sensitivities and adult concerns. In some elementary 
schools, the teachers get no free periods during the day and even eat 
lunch with their children. Many beginning teachers report a hunger for 
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adult conversation. Pointing out that loneliness is truly a core concern of 
teachers, Knoblock and Goldstein (1971) have noted that: 


what our teachers and what many classrooms are experiencing is a rather 
painful realization that they are separate from themselves, their children, and 
other adults in the school. They are casting about frantically trying to decipher 
very obtuse messages as to what are the goals and hopes of the school for chil- 
dren’s learning and adjustment.* 


Finding it difficult to establish warm relationships with fellow teachers 
and finding some youngsters indifferent to their best efforts, many new 
teachers take their frustrations home with them. Husbands and wives of 
beginning teachers, with little personal knowledge in many cases of the 
demands made by teaching, often resent the psychological toll that teach- 
ing seems to be taking on their mate. Mates’ pressures on new teachers 
to “do something else” are often considerable. Problems stemming from 
job adjustment are frequently reported as a source of marital discord. Such 
pressures have led many teachers to leave the profession. 

In summary, frequently the personal demands of teaching are not rec- 
ognized by teachers before they assume their first full-time position. 
Teaching demands an individual who is emotionally strong and able to 
function in an environment where there may not always be much human 
support from fellow teachers or from students. Some individuals have 
great personal confidence from the beginning. Others develop it in time. 
But for some, the psychological demands of teaching are just too much. 
After a few short years, they may well feel that their life contribution 
might be made more appropriately in an arena other than professional 
education. 


1 Teachers’ morale today is not as high as in previous times, and large num- 
bers of teachers have left or say they would like to leave the profession. 

2 Many teachers have felt themselves to be caught between the twin pres- 
sures of (a) keeping students in school and (b) seeing to it that students meet 
minimum competency levels. Some argue that if the program is made stu- 
dent-centered enough to prevent all dropouts, then minimum competencies 
cannot be met. Conversely, when the emphasis is on achievement, some 
students will give up on the program and leave school. 

3 Increasing numbers of teachers report that student violence is a problem. 
Once almost an exclusive concern of teachers in urban schools, today vio- 
lence is described as a problem by teachers in suburban and rural settings 
as well. 


* The Lonely Teacher (Boston: Allyn and Bacon, 1971), p. 6. 


N 


Teachers’ support for the work of administrators is eroding, partly because 
of an increasing tendency for teachers and administrators to sit on opposite 
sides of the negotiations table as representatives of the teachers’ association 
and of the school board, respectively. Roles of confrontation played during 
the give-and-take of negotiations may be spilling over to affect 
teacher-administration relationships once negotiation agreements have 
been concluded. 

The federal government is playing a much larger roll in local education to- 
day than in past years. Federal regulations influence many aspects of the 
school program, including the day-to-day instructional programs of teach- 
ers. Some teachers have been frustrated by the need to adapt to some of 
the new federal regulations. 

State legislatures increasingly are mandating new courses or insisting that 
new content be infused into existing courses. Many teachers find them- 
selves required to teach subjects or topics for which they have had little 
preparation. 

Many teachers find the real world of teaching little related to teaching as it 
was presented to them during their undergraduate teacher-preparation pro- 
grams. More specifically, new teachers are frequently distressed by the lack 
of support to help them adapt to their new roles as professional educators. 
Loneliness is reported as a significant problem by large numbers of teach- 
ers. They feel isolated from other faculty members and from many of their 
students as well. Many report a reluctance to discuss their problems openly 
out of a fear that they will be labeled as “incompetent.” 


Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


1. Today teachers’ morale in the United States is at an all-time 
high. 

2. The declining enrollments in the schools have generally 
made teachers’ jobs easier. 

3. Though still more prevalent in urban than in suburban and 
rural areas, student violence is increasingly perceived as a 
serious problem by classroom teachers everywhere. i 

4. Teachers, generally, rate the effectiveness of school admin- 
istrators higher today than in times past. i 

5. Formal guidelines describing such things as the negotia- 
tions responsibilities of teachers and administrators are 
more prevalent today than previously. 

6. Taxpayers today are generally less willing to vote new taxes 
for schools than in times past. 


Posttest 
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7. Legislatures today tend to be less interested in specific 
courses taught in the schools than they were in times past. 

8. Many teachers report that loneliness is a significant per- 
sonal problem that they must face as professionals. 

9. It is common for school districts to spend money to provide 
counseling and special assistance for first-year teachers. 

10. Marital problems among first-year teachers are relatively 

common. 


There is evidence that teachers are leaving the profession in greater 
numbers than has been true in times past. Among those who remain, sat- 
isfactions with teaching tend to be diminishing with each passing year. 
Though a number of reasons are associated with teachers’ increasing dis- 
affection with their profession, certainly difficulties associated with 
(1) students, (2) administrators, (3) changed legal requirements, and 
(4) personal adjustment are high among them. 

Efforts to preserve budgets by keeping every student in school have re- 
sulted in an increase in the number of students in classes who have a 
marginal interest in certain aspects of the school program. In dealing with 
students, many teachers feel squeezed between requirements that certain 
minimum competencies be taught and admonitions to keep the pressure 
off students to prevent dropouts. Violent attacks on teachers by students, 
on the increase in American schools, have been an additional serious 
concern. 

Relationships between administrators and teachers are not as cordial as 
formerly in many areas of the country. Part of the difficulty appears to 
stem from the roles played by administrators and teachers on opposite 
sides of the table during negotiations. Some teachers and administrators 
have not yet learned to work side by side once the negotiations have run 
their course. 

The tendencies of legislative bodies to deal with specifics of the school 
curriculum have added some new dimensions to American education. In- 
creasingly teachers are being asked to implement mandated programs and 
to infuse new content into existing courses. With respect to mandated pro- 
grams, many teachers feel frustrated because of a lack of preparation to 
teach what the legislatures have established as required courses. With re- 
gard to requirements to infuse new content into existing courses, teachers 
have become frustrated by the legislatures’ typical failure to specify which 
“old” content should be sacrificed to make room for the “new.” 

Personal adjustment problems result in the decision of many new teach- 
ers to leave the profession. Few are prepared for the isolation of teaching. 
Lack of a support structure for beginning teachers paralleling that avail- 
able during student teaching undermines the confidence of many begin- 


ners. Many, too, find a less than professional environment in the schools 
in which they teach. The tendency of many beginning teachers to take 
problems home results in a high incidence of marital discord. For many, 
these personal adjustment problems result in a decision to leave teaching, 
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This chapter provides information to help the reader to 


= 


Identify the changing percentages of young people in the total population 
and the potential impact of these changes on attitudes toward the young. 
2 Recognize the association between the levels of education attainment of 
parents and the academic achievement of their children. 

Point out the nature of the problems faced by youngsters in our schools 
who do not speak English as their native language. 


w 


4 Note the value of the results of the National Assessment of Educational 


Progress in identifying general learners’ characteristics. 

Suggest possible changes in the attention being given to the very young 
learners in our schools. 

6 Identify patterns of learners’ poverty in various parts of the country. 

7 Note trends in the patterns of organization in the families of learners. 
Recognize the numbers of handicapped children enrolled in the schools 
and the nature of their handicapping conditions. 

Appreciate patterns of academic achievement of nine-, thirteen-, and sev- 
enteen-year olds as reflected on the National Assessment of Educational 
Progress tests. 
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Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


1. Today only about one third of all U.S. families are com- 
posed of (1) a father who works and brings home money, 
(2)a mother who stays at home, and (3) one or more 
children. 

2. In general, it is likely that young people will represent a 
larger percentage of the total population in 1985 than they 
did in 1965. 

3. By the end of this century, Spanish-speaking Americans 
may displace black Americans as the nation’s largest mi- 
nority group. 

4. Early childhood programs have increased greatly in number 
in the schools over the past decade. 

5. In general, students whose parents had completed high 
school did considerably better on the National Assessment 
of Educational Progress tests than did students whose par- 
ents had never attended high school. 

6. A high percentage of handicapped youngsters of elemen- 
tary-school age are enrolled in school. 


7. Generally students who speak Spanish as their first lan- 
guage have not done as well on tests of academic achieve- 
ment as students whose first language is English. 

8. A higher percentage of the fourteen- to seventeen-year-old 
handicapped population is enrolled in school than of the 
fourteen- to seventeen-year-old general population. 

9. Learners who do not speak English as a first language are 
more apt to drop out of school than learners who do speak 
English as a first language. 

10. Between 1970 and 1975, there was a decrease in the per- 
centage of students classified as “living in poverty” in the 
South and an increase in the percentage of such students in 
the Northeast. 


If we are really to understand the nature of the youngsters in our 
schools, we must have two important kinds of information. On the one 
hand, we need to have some descriptive statistics. Answers are required 
to such questions as: What is the ethnic make-up of the school popula- 
tion? How are youngsters doing on achievement tests? What kinds of 
handicaps do the handicapped children in our schools have? How many 
youngsters do not speak English as their first language? 

But descriptive statistics do not tell the whole story. We also need to 
know how young people are viewed by their society. The behavioral char- 
acteristics of youngsters in our classrooms are closely related to how they 
feel they are viewed by their society. For example, youngsters in a society 
where children are treasured are likely to appear very different to teachers 
than children in a society where childhood is seen as something that is 
best got through as quickly and quietly as possible. 

Descriptive statistics are relatively easy to gather. Information about so- 
cial attitudes toward children is more elusive. The forces that act to change 
these attitudes are even more difficult to pin down. But given the diffi- 
culty, it does seem clear that there is some connection between the per- 
centages of young people in a total population and how those young 
people are seen by the population as a whole. That is, when there is a 
change in the percentage of young people, then a change in the public 
attitude toward the young is at least a serious possibility. Therefore the 
changes in the “population mix” in this country of young people, adults, 
and old people suggest that there is good reason to examine a possible 
shift in general public attitudes toward the young. — y 

Let us begin with what are perhaps some startling details. Today we 
are witnessing a shrinking population in the under-eighteen age group. 
Between 1970 and 1978, there was a drop of 6.4 million individuals in this 
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age category. Expressed as a percentage of the total U.S. population, the 
under-eighteen group declined from 34 Per cent of the total in 1970 to 29 


Several interesting changes have accompanied this decline in the birth- 
rate. A combination of troubled economic times and a change in women’s 
perceptions of alternative life roles has had a tremendous impact on the 
“typical” American family. Families in which both parents work have be- 
come the norm as increasing numbers of married women have entered 
the labor force. The increasing divorce rate has resulted in a huge jump 
in the numbers of families headed by divorced women. Pifer (1978) noted 


quality and sensitivity of these people vary tremendously, it is probably 
safe to say that in most instances, youngsters get a good deal less personal 
attention than they do from their own parents. A consequence of this 


prized. But aside from these points, there is the reality that the schools 
and other social agencies (day-care centers, for example) are asked to take 
more and more responsibility for the total development of the child. The 
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CHANGES IN AMERICAN FAMILIES 


“The startling fact is that only 38 percent of American households today 
actually have any children living in them. The overwhelming trend is to- 
ward later marriage and childbearing. Two decades ago, 28 percent of 
women in the 20 to 24 age group were single, as against 45 percent today. 
In the same period, the average age at which a woman has her first child 
has risen from 21.8 to 22.7. An increasing number of couples are choos- 
ing to have no children at all.” 


(Reprinted from Alan Pifer, Perceptions of Childhood and Youth. Reprinted from 
the 1978 Annual Report, Carnegie Corporation of New York, 437 Madison Avenue, 
New York, New York 10022, p. 4) 


Let’s Ponder 
Read the paragraph above. Respond to the following questions: 


1. How do you react to the information that only 38 percent of 
American households have children living in them? Does this 
figure seem high or low to you? What do you think this figure 
will be 10 years from now? Why? 


2. What factors do you think are associated with women marrying 
later, if at all? Is this just a temporary trend, or is it a pattern 
that will be with us for a while? Why do you think so? 


3. Do you see any connection between economic conditions and 
the statistics about marriage and child-bearing in the above para- 
graph? What is this connection, if any? Would a change in eco- 
nomic conditions produce a change in these statistics? If yes, 
what kind of a change? 


4. If there are fewer children, will society tend to look more favor- 
ably or less favorably toward young people? Why? Can you cite 
any evidence to support your opinion? 


FIGURE 15-1 


expectations of the schools today go well beyond versing youngsters thor- 
oughly in the three “R’s.” 

Though these kinds of expectations are increasing, is there an accom- 
panying appreciation of young people that will provide the schools with 
the financial resources to accomplish these expanded duties? There is 
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some evidence that there is not. Part of the problem (from the perspective 
of those of us who work within education) relates again to the previously 
described changes in the percentages of young people in the population. 
These changes may have negative political consequences for schools and 
young people. 

Recall once again that today’s diminished number of young people, fol- 
lowing a huge number of children born during the baby boom of the 1940s 
and 1950s, may well mean that in the years ahead, today’s under-eighteen 
group is going to have some very rough economic sledding. The inflated 
size of the older group (today’s twenty five- to thirty four-year-olds) 
means that the competition for promotions is going to be fierce. Large 
numbers of frustrated people in this older group are going to have diffi- 
culty moving out of entry-level jobs and may well become very jealous of 
the attempts of younger workers (those in today’s under-eighteen group), 
to “jump over” them into advanced positions. The situation could provide 
a breeding ground for a general anti-youth disposition among middle- 
aged Americans. Because middle-aged citizens hold a tremendous share 
of economic power, such a sentiment could augur difficult times for school 
people interested in getting tax monies for better programs. 

The scenario becomes even more depressing when one looks far ahead 
into the mid-1990s. By this time, today’s under-eighteen group will be 
middle-aged. They will be shouldering much of the responsibility for the 
economic well-being of the country. Yet relative to older people, their 
numbers will be few. The outcome will be that a smaller and smaller num- 
ber of middle-aged people will be supporting a larger and larger group of 
old people. Pifer (1978) has written about this situation as follows: 


Every child alive today or born in the years just ahead, whether male, female, 
black, white, Hispanic or otherwise, will be a scarce resource and a precious 
asset as an adult in the early part of the next century. At that time, the nation’s 
standard of living, its capacity to defend itself—perhaps its very viability as a 
nation—will be almost wholly dependent on the small contingent of men and 
women who are today’s children. (p. 7) 


Given this picture, one could make a case for an increasing investment 
in today’s children. Clearly smaller numbers of younger people will be 
supporting larger numbers of older people. Though the logic is there to 
build a case for increasing support for youth-oriented programs, it is by 
no means clear that such increases will be forthcoming. One of the issues 
that is yet to be resolved turns on the question of whether, in the years 
ahead, young people will be seen as natural assets to be husbanded and 
nurtured as they grow toward productive maturity or whether young peo- 
ple will be seen as a threat to older citizens, 

In attempting to understand the nature of young people in the schools 


today, we must see them not only as descriptive data say they “are,” but 
also as our society sees them. Clearly those of us who see young people 
as national treasures will draw different conclusions than those of us who 
see young people as threats to social stability. As the material in the fol- 
lowing sections is introduced, try to think about how this information 
might be received by those who support each of these two basic points of 
view. 


a a O 
HOW SOCIETY VIEWS YOUNG PEOPLE 


In the years ahead, our society has two basic alternatives given the declin- 
ing percentage of people under age 18 in the general population. On the 
one hand, these young people might be regarded as a scarce asset. Given 
this point of view, the society might work hard to make conditions for 
young people as favorable as possible. On the other hand, these young 
people, a distinct minority, might be seen as a threat by the more numer- 
ous middle-aged and older population. Given this point of view, the society 
might deny resources for young people's programs and allocate them to 
meet the more immediate needs of middle-aged and older citizens. 


Let's Ponder 
Read the paragraph above. Respond to the following questions: 


1. Which of the above alternatives do you feel to be the more like- 
ly? Why? What evidence can you cite to support your opinion? 


2. What kinds of arguments might people interested in regarding 
young people as scarce assets make to those who are more in- 
clined to view them as a threat? Is there any argument that 
could be made to an older citizen regarding how helping the 
young might be in the best interest of the old? 


3. What consequences for school programs would you expect if the 
society increasingly tended to regard young people as scarce 
assets? 

4. What consequences for school programs would you expect if the 
society increasingly tended to regard young people as threats to 
social stability? 


——— ss 
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Young people in the schools represent a cross-section of the American 
population. Just as there are minority groups in the society, there are mi- 
nority groups in the schools. Just as there are handicapped adults in the 
society, there are handicapped students in the school. Just as there are 
groups who do not speak English as a first language in the society, there 
are children in the school who do not speak English as a first language. 
All the diversity of the population is mirrored in the makeup of America’s 
school-aged population. 

Though all groups in the society are represented among school-aged 
youngsters, these differences are by no means equally distributed. We 
cannot go to a given school and expect to find the same distribution of the 
general characteristics of the total population in that school that we would 
find in the population at large. For example, though blacks represent 
about 11 per cent of the total population today, in many schools they rep- 
resent less than 11 per cent of the student body. In other schools blacks 
constitute considerably more than 11 per cent of the student enrollment. 
Indeed, it is a very unusual school that enrolls a group of youngsters who 
come close to matching the general characteristics of the entire population. 

Great differences among learners in schools sometimes come as a great 
shock to beginning teachers. Most of those who go into teaching come 
from middle-class neighborhoods and middle-class schools. In such envi- 
ronments, minorities of all kinds are apt to be fewer than in the popula- 
tion as a whole. Further, these teachers very likely associated with groups 
of youngsters during their school days who tended to be quite like them- 
selves. In high school, future teachers probably tended to have more con- 
tact with college-bound students than with those more interested in 
entering the job market on graduation from high school. As a result, pro- 
spective teachers often have a distorted impression of what constitutes an 
“average” youngster in the schools. In their eyes, “average” tends to be 
someone like themselves or someone like one of their close high school 
friends who also went on to college. When these individuals get back into 
the schools as student teachers, it is not unusual for them to comment 
that “we were never like that’ or “kids have sure changed since we left 
school.” In fact, the changes in the nature of the school population have 
been relatively insignificant. The change is in the student teachers’ 
perception. 

Student teachers find themselves faced with dealing with “them all” 
rather than with just a select few who are like those they grew to pro- 

spective new teachers, especially when they find themselves in a school 
greatly different from those they themselves attended. A teacher from a 
middle-class suburban background who is thrust into an inner-city school 
where most students are black or native speakers of Spanish may be at- 
tacked by an acute case of anxiety. Such teachers need not only to be well 
grounded in educational methodology and subject matter, they must also 
be able to communicate across some cultural barriers that they may never 


have had to face previously and that require two of the essential charac- 
teristics of the successful classroom teacher: sensitivity and flexibility. One 
professional imperative is to recognize the breadth of the American social 
mosaic and to develop sensitive responses to the needs of all the children. 
Some of these special needs and characteristics are introduced in the sec- 
tions that follow. 


Many youngsters enrolled in school do not speak English as a first lan- 
guage. Vietnamese, Czech, Polish, French, Cantonese, Japanese, Spanish, 
and any one of a number of other languages may be spoken in the home. 
However, the vast majority of young people in our schools who do not 
speak English as a first language speak Spanish. These Hispanics are by 
no means uniformly distributed across the country. Spanish-speaking chil- 
dren of parents of Mexican descent are common in the schools of Califor- 
nia, Arizona, New Mexico, and Texas. Spanish-speaking children of 
Cuban-born parents are common in many Florida schools. Spanish-speak- 
ing children of Puerto Rican ancestry are common in New York State, par- 
ticularly in the schools of New York City. 

Evidence suggests that the percentage of Spanish-speaking youngsters 
in the schools will be increasing in the years ahead. Pifer (1978) pointed 
out that Hispanics have a very high birthrate, and that by the end of this 
century they may be the largest minority group in the country, more nu- 
merous even than black Americans. These statistics make the problems of 
Spanish-speaking youngsters a particular concern of educators. 

Spanish-speaking youngsters generally have not done as well as white 
English-speaking youngsters on national tests of academic achievement. 
National tests of nine-, thirteen-, and seventeen-year-olds revealed His- 
panics’ scores in social studies, science, mathematics, career and occupa- 
tional development, and reading to be much below national averages 
(National Center for Education Statistics, 1979). Even more distressing to 
the educators who reported the results of these tests was the general pat- 
tern for Hispanic youngsters to fall farther and farther below national av- 
erages the farther along they got in the school program. This pattern 
persisted in all areas except for scores on tests of career and occupational 
development. On this test, seventeen-year-old Hispanics were less far be- 
low the national average of white English-speaking youngsters than were 
nine- and thirteen-year-old Hispanics. 

The problems that Hispanic youngsters experience in school seem to be 
reflected in their high dropout rate. Figure 15-3 presents a comparison of 
the dropout rates for Hispanics and other groups. Note that youngsters 
who usually speak Spanish have a higher dropout rate than other stu- 
dents who ordinarily speak a language other than English. — > 

These figures suggest a need for teachers to become especially sensitive 
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PERCENTAGES OF 14-25 YEAR OLDS WHO HAVE DROPPED OUT OF 
SCHOOL, BY ETHNIC GROUP AND LANGUAGE CHARACTERISTICS: 
SPRING 1976* 


Percents Legend 


Gaal (10) English-Language Background 


Non-English-language background other than Hispanic, usually 
(10) speak English 


(15) Hispanic origin, usually speak English 
jE 


Non-English-language background other than 


(30) Hispanic, usually speak language other than 
English 
(45) Hispanic origin, usually 
ae eee Hees 
T T Fij; T 
0 10 20 30 40 50 


Percent 


* Reprinted from National Center for Education Statistics. Students and Schools. 
Washington, D.C.: United States Government Printing Office, 1979. p37, 
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FIGURE 15-3 


to the needs of youngsters who do not speak English as a first language. 
Languages involve more than a simple communication system. They tend, 
also, to carry within them unique perspectives on how the “world is or- 
ganized.” They are bearers of culture as well as facilitators of easy con- 
versation among members of the language group. Given this reality, it is 
not surprising that school and instructional practices developed by an 
English-speaking American community may not always mesh well with 
the specialized needs of those youngsters for whom English is a second 
language. The implication for teachers is that they need to work hard to 
understand some of the cultural perspectives of their language-minority 
students. If not some study of the languages of their students, then at 
least some diligent reading in the cultural perspectives of language mi- 
norities is in order. 


PERCENTAGE OF LANGUAGE-MINORITY CHILDREN IN 
VARIOUS STATES* 


GA States with more than 25% 


States with 16 to 25% 
States with 10 to 15% 
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Let’s Ponder 
Look at the figure above. Respond to the following questions: 


1. What do you think accounts for the large percentage of language- 
minority children in Arizona, New Mexico, and Texas? 


2. Would you expect language-minority children in Texas to be 
more uniformly distributed in Texas than in Florida? Why, or 
why not? 


3. If you were to project 50 years in the future, would you expect 
any changes on this map? If so, what would those changes be? 


4. What language-minority children would you expect to find in 
Louisiana? 

5. Asa teacher, how would you prepare yourself to work with 
language minority children? 


* Reprinted from National Center for Education Statistics. Students and Schools. 
n, D.C.: United States Government Printing Office, 1979. p. 17. 
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Language-minority students bring the same basic intellectual equipment 
to school as their English-speaking counterparts. They are certainly not 
“deficient” in any absolute sense. But, they do have special problems. 
These problems can be resolved, and all of us can be enriched by the con- 
tributions that these young people have to make. Or we can do nothing 
and continue to watch the depressing dropout statistics pile up as a guilty 
testimonial to our admission of failure. 


As a sizable percentage of the total population falls below official gov- 
ernment poverty levels, it should not be surprising that many children in 
the schools come from economically impoverished homes. This reality is 
recognized in free-lunch programs and other federal and state efforts that 
have been designed to meet the special needs of these youngsters. 

The nutritional problems of these children, the frequent lack of a home 
environment that complements the school program, and other difficulties 
faced by these youngsters of poverty are of great concern to teachers. 
Many beginning teachers are startled to learn that large numbers of their 
learners may come from homes where no newspaper or periodical is de- 
livered regularly. The style of living of many of these families may bear 
little (if, indeed, any) resemblance to the family life familiar to most 
teachers. 

As is true of children who do not speak English as a first language, 
there are great variations in the patterns of distribution of youngsters from 
impoverished families. Some schools enroll large numbers of these chil- 
dren. In others, they represent only a small fraction of the total school 
population. In most areas of the country, though, the poverty rate is in- 
creasing, so that teachers in the years ahead will have increasing numbers 
of learners from economically deprived homes in their classrooms. 

There are some differences among several regions of the country in 
terms of the poverty rate. In the northeastern states, in the north-central 
states, and in the West, there was an increase in the poverty rate from 
1970 to 1975. In the South, there was a decrease in the poverty rate during 
the same five-year period. Note these trends in the table below: 


Poverty Rate 


1970 1975 Change from 1970 to 1975 
Northeast 10.5 12.0 Increase in poverty rate 
North central 10.4 11.6 Increase in poverty rate 
South 23.5 19.6 Decrease in poverty rate 
West 12.4 12.9 Increase in poverty rate 


Data are from National Center for Education Statistics, Students and Schools (Washington, 
D.C.: Government Printing Office, 1979), p. 11. 


Note that even though the poverty rate in the South seems to be de- 
creasing, there is still a much higher poverty rate in this region than in 
others, so that teachers in the South generally have more youngsters in 
their classes from economically impoverished backgrounds than do teach- 
ers in the northeastern, north-central, and western states. In the South, 
however, as elsewhere, there are tremendous variations in the makeup of 
the school population from place to place. 

Regardless of their places of residence, all teachers must be prepared to 
cope with the special problems of youngsters from economically impov- 
erished families. The values and aspirations of such youngsters may be at 
some distance from those of other youngsters in the classroom, though 
there is a good deal of variation in these matters among children from 
economically impoverished backgrounds. As teachers, we need to prepare 
to deal with perspectives about the future and about life in general that 
may be unfamiliar to us. Clearly we have an obligation to become in- 
formed about the culture of poverty and how it influences the attitudes of 
school-aged children. Armed with this knowledge, we can begin to de- 
velop responses that have the potential, at least, to deal adequately with 
the needs of this very special group of youngsters. 


In recent years, there has been a great increase in the number of very 
young children, in the age group of three to five years, enrolled in public 
school programs. Two basic forces seem to be at work supporting the ex- 
pansion of educational programs for these youngsters. One of these forces 
is economic. The other is what might be called educational. 

Inflationary pressures in the past few years have made it increasingly 
difficult for families to survive on the salary of one parent. A response to 
this dilemma has been for more and more women with children to seek 
employment outside the home. Additionally, with changes in lifestyle, 
more and more children are youngsters of unmarried women and of di- 
vorced women. These women must work to support their families. 

Traditionally these working mothers have had to rely on private day- 
care centers and on church-sponsored day-care centers to watch over their 
youngsters during the workday. With the dramatic increase in the number 
of women wishing to work, the best of these facilities have been simply 
overwhelmed with youngsters. Many have had to be turned away. The 
care in other day-care centers has not always been of the highest quality. 
In some cases, at least, staff personnel have had no formal training in 
working with young children. Increasingly mothers have been concerned 
about the quality of care provided for their youngsters. This concern has 
translated into pressure for public school programs for young children that 
are staffed and managed by certified professionals. f E 

An additional support for this development has been the educational 
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evidence suggesting that the quality of a young child’s education at a very 
young age has implications for his or her future success in school. Re- 
searchers have found that early childhood programs in schools help 
young children to develop more comfortable relationships with groups 
and more positive self-images, which prove helpful to them when they 
begin first-grade work. They tend to be much less threatened by the ex- 
pectations of the first-grade teacher when they have been enrolled in early 
childhood programs. 

The growth in early childhood programs has been dramatic. Although 
the total population of three- to five-year-olds has been going down, gen- 
erally larger numbers of these youngsters are enrolling in school pro- 
grams. Today about half of all of these children are in such programs. 
Note the figures provided below: 


Enrollment of Three- to Five-year-olds in School Programs 


a 


Total of Children 
Aged Three to Percentage 
Fall of Year Five Number Enrolled Enrolled 


(Numbers are in thousands) 


1966 12,468 3,674 29.4 
1967 12,242 3,868 31.6 
1968 11,905 3,928 33.0 
1969 11,424 3,949 34.6 
1970 10,949 4,104 37.5 
1971 10,610 4,148 39.1 
1972 10,166 4,231 41.6 
1973 10,344 4,234 40.9 
1974 10,393 4,699 45.2 
1975 10,185 4,955 48.7 
1976 9,727 4,787 49.2 


EEE 


Adapted from National Center for Education Statistics, Students and Schools Washington, 
D.C.: Government Printing Office, 1979), p. 37. 


Increases in the numbers of children enrolled in early childhood pro- 
grams in the schools have not been universally viewed as a positive de- 
velopment. There are some who see this trend as an unfortunate contributor 
to a breakdown of close communication between mothers and their young 
children. Some have even gone so far as to suggest that early childhood 
programs may be a threat to the family as an institution. In response to 
this assertion, Pifer (1978) has written: 


It should be pointed out that there is no scientifically verifiable body of evi- 
dence to indicate that women working outside the home is of itself harmful to 


children. The problem lies in the lack of high-quality alternative care for them, 
including the unwillingness or inability of fathers to accept their share of re- 
sponsibility. And since the clock will probably not turn back, the nation’s in- 
stitutions, from government to employers to the family itself, simply have to 
recognize the fact of the permanently changed circumstances under which chil- 
dren are growing up today, and make the necessary arrangements. 

The issue, in short, is not whether women should work but how to make 
this possible with the least harmful consequences for children. (p. 9) 


As Pifer suggested, changes in the society seem destined to support the 
tendency for more mothers to work and more children to be placed in 
alternative care programs. It seems likely, too, that the desire that these 
programs be managed by highly qualified professionals will result in an 
expansion of public school experiences for young children. The public 
schools have the ability to insist that the responsible personnel are certi- 
fied professionals. The concern that mothers feel about the quality of ex- 
periences their youngsters receive seems certain to be a positive force 
supporting public education’s involvement in early childhood programs 
for some time to come. Increasingly, then, public education in this country 
is going to be serving the population from three to eighteen rather than 
from six to eighteen. 


In recent years, there has been a great upswing in public concern about 
school programs designed to meet the needs of handicapped youngsters. 
Perhaps most notable has been a change in attitudes toward these young 
people. At one time, there was a general feeling that such children should 
be kept apart from others in the school. This position was justified on the 
basis that they needed special kinds of training that simply were not com- 
patible with what occurred in “regular” classrooms. Critics of this view 
argued that this isolation tended to stigmatize these youngsters by making 
them feel that they were something less than “real” students. In general, 
it is fair to say that these critics have won their case. Today handicapped 
children are increasingly involved in classroom instruction alongside so- 
called normal children. 

Many experienced teachers have had difficulty in coping with these 
new sets of circumstances. They have felt ill prepared to deal with the 
handicapped youngsters who now are enrolling as regular members of 
their classes. Many have enrolled in special in-service programs to up- 
grade their professional skills in this area. In spite of such efforts, how- 
ever, a good deal of frustration remains among experienced teachers who, 
in many cases, feel that they are being asked to deal with a situation for 
which they are unprepared. 1 

For individuals preparing to enter the profession, there is a clear neces- 
sity to obtain as much information as possible about working with hand- 
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IS EARLY CHILDHOOD EDUCATION COMPATIBLE WITH 
RESPONSIBLE PARENTING? 


“My child is one of a kind. My husband and | are unique individuals. We 
have certain strong values that we want our youngster to share. Because of 
my feelings, | have not worked since our child was born. | am a certified 
accountant and could get work anywhere. And, we could really use the 
money. But, | want my child to learn my family's values, not those of 
somebody in a day-care center or a public school. | realize many of these 
places are fine. | realize that some of the people who work there are sensi- 
tive individuals, But, they are not me. Our child is precious to us, and we 
just won’t risk letting the basic way she sees the world be shaped by a 
stranger.” 


Let's Ponder 
Read the paragraph above. Then respond to the following questions: 


1. How do you react to this parent’s concern about the values and 
attitudes she wishes to transmit to her child? 


2. Do you find arguments presented by this individual valid? Why, 
or why not? 


3. Is the solution taken by this individual one available to every par- 
ent? What limitations, if any, do you see regarding this solution? 


4. To what extent do you think values and attitudes of young child- 
ren in schools or day-care centers are shaped by the people who 
work there? Do you think influences of these people would be 
greater than those of the parent? 


5. This parent seems to feel that the quantity of time she spends 
with her child is very important. Others have argued that it is 
the quality of time that is the key issue. What is your view? 


NS 


FIGURE 15-5 


icapped youngsters. This is not always a simple task. Many traditional 
special-education courses and the instructors teaching those courses have 
assumed that handicapped children would be taught in separate classes, 
not sprinkled throughout classes full of “normal” children. Quite hon- 
estly, at this point there are precious few experts in the field who have 
done systematic work with handicapped children in the regular class- 
room. The profession is breaking new ground in this area, and very likely, 
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it will be a while before some reliable models for working smoothly with 
handicapped youngsters in regular classrooms are widely available. But 
even though information in this area is somewhat sketchy at present, pro- 
spective teachers would do well to learn as much as possible about work- 
ing with handicapped youngsters from those sources of information that 
are available to them. 

Handicapped individuals represent about 7 per cent of the population 
in the five to twenty-five age group. Schools enroll large percentages of 
these people. In fact, among five- to thirteen-year-olds, a higher percent- 
age of handicapped youngsters is enrolled in schools than of the total pop- 
ulation of five- to thirteen-year-olds. Though somewhat smaller percentages 
of fourteen- to twenty-five-year-olds are enrolled, still those percentages 
closely approach those for the total fourteen- to twenty-five-year-old pop- 
ulation. Figure 15-6 illustrates these enrollment percentages. 

The specific handicaps of youngsters in the schools vary across a very 
wide range of possibilities. This variety makes it extremely difficult for 
specialists in the field to make suggestions to teachers regarding how 
handicapped youngsters may best be served in the classroom. What might 
be appropriate for individuals with one kind of handicapping condition 
might be totally inappropriate for individuals with another kind of hand- 
icapping condition. The following table points out the scope of the hand- 
icaps that teachers may encounter in the classroom (note the large number 
of individuals with unclassified “other handicaps”): 


Specific Handicaps of School Children, Spring 1976 


Five- to Thirteen- Fourteen- to 
Specific Handicap year-olds Seventeen-year-olds 
(Numbers are in thousands) 

Retarded 143 97 
Hard-of-hearing/deaf 177 65 
Speech impairment 188 43 
Difficulty in seeing/ 

blindness 137 55 
Seriously emotionally 

disturbed 88 45 
Crippled 135 120 
Heart trouble 101 70 
Respiratory disorder 381 199 
Other handicap 914 662 


Goo O S OE a e aii 
Data extracted from National Center for Education Statistics, Students and Schools (Washing- 
ton, D.C.: Government Printing Office, 1979) p. 18. 


This list suggests the great diversity of handicapping conditions that a 
teacher might expect to encounter. Given this diversity and the present 
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ESTIMATED POPULATION PERCENTAGE AND SCHOOL 
ENROLLMENT OF HANDICAPPED PERSONS 


Percent Handicapped Percent Enrolled 
100 


75 


5- to 


13-year-olds 50 


Total Handicapped 
population 


100 


75 


50 


Total Handicapped 
population 


100 


75 


18- to 


25-year-olds 50 


IZ 


Total Handicapped 
population 


(Reprinted from National Center for Education Statistics. Students and Schools, 
Washington, D.C.: United States Government Printing Office, 1979. p. 19.) 
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interest in improving the quality of educational programs for handicapped 
youngsters in the schools, issues relating to handicapped learners seem 
certain to be of consuming interest to educators in the years ahead. 


During the 1970s, a series of tests was given to groups of school young- 
sters aged nine, thirteen, and seventeen in a large sample of schools in all 
areas of the country. These National Assessment of Educational Progress 
tests were designed to provide information about what students of all 
kinds understood about such subjects as science, writing, citizenship, 
reading, literature, music, social studies, and mathematics. 

The results of these tests provide interesting insights into how different 
kinds of learners performed. For example, the suspicion that the educa- 
tional attainment of parents has some impact on the achievement of their 
children was supported. Note the following figures, from the test scores 
for thirteen-year-olds in science, literature, social studies, and mathematics: 


Parental Education and Achievement: Thirteen-year-olds*t 


Social 
Science Literature Studies Mathematics 

Parents with no 

high school =1158: 955 —8.4 -11.9 
Parents with some 

high school —6.2 -3.7 =5.5 -8.1 
Parents who are 

high school 

graduates —1.4 -0.3 -0.4 =0.1 
Parents with some 

post-high-school 

training +5.1 aoe) +6.4 +8.3 


Naas 
*Scores in this table represent percentages below or percentages above national median scores 
of all thirteen-year-olds taking these tests. 

+Adapted from National Center for Education Statistics, Students and Schools (Washington, 
D.C.: Government Printing Office, 1979), p. 31. 


An important implication of the information regarding the relationship 
between the educational attainment level of parents and children is that 
teachers need to provide extra help for youngsters whose parents have 
not had a great deal of formal education. What the data suggest is that the 

_ youngsters from homes where the parents have had education beyond 
high school seem to be doing things that tend to support the Kind of ac- 
ademic expectations placed on youngsters by the schools. This does not 
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necessarily imply that all these parents are helping their children with 
their work, but it does suggest that the attitudes in these homes toward 
school and the school program are probably positive, and hence the 
youngsters may be more receptive to the school program. On the other 
hand, children from homes where the parents have had no high school 
training are apparently much less likely to be in an environment where 
the values and attitudes coincide with those in the school. That is why 
teachers have a special obligation to work very hard with these young- 
sters. For these children, it could well be true that as far as academic ed- 
ucation is concerned, teachers may have to “do it all.” 

The data presented were for tests of thirteen-year-olds. The same gen- 
eral trends regarding learner achievement and the education of the par- 
ents hold both for nine-year-olds and for seventeen-year-olds. Clearly the 
background of the parents is a critically important variable in students’ 
academic success in school. 

The National Assessment of Educational Progress tests also showed a 
number of other interesting correlations. In general, the scores of girls and 
boys tended to differ depending on what subject was being canvassed. At 
all age levels tested, the girls did better on writing and on reading. At all 
levels tested, the boys did better on science and mathematics. These in- 
triguing results suggest that the teachers may well wish to look for some 
subtle sex biases that might be built into these courses. For example, do 
reading materials contain good male role models? Is something in the 
mathematics program communicating to girls that competence in this area 
is something that women just don’t need? At a bare minimum, these re- 
sults should alert teachers of these subject areas that their courses may 
prove generally a “harder sell” to one sex than to the other. 

Other comparisons in the National Assessment of Educational Progress 
test results point out differences between the performances of youngsters 
in different regions of the country, youngsters of different races, and 
youngsters in different kinds of communities. For further information 
about these comparisons and other dimensions of the National Assess- 
ment of Educational Progress write to: 


National Assessment of Educational Progress 
1860 Lincoln Street 
Denver, Colorado 80203 


The results of the National Assessment of Educational Progress tests are 
based on an enormous sample. Consequently the results probably mirror 
quite accurately the achievement patterns of the total national population 
of nine-, thirteen-, and seventeen-year-olds at the time the tests were 
taken. These results can provide interesting background material for 
teachers in terms of identifying the major groups of learners who may, for 
one reason or another, find some difficulty in coping with the academic 
side of school life. 


SY 


DIFFERENCES IN SCORES OF GIRLS AND BOYS ON NATIONAL 
ASSESSMENT OF EDUCATIONAL PROGRESS TESTS IN SCIENCE 
AND WRITING FOR 9, 13, AND 17 YEAR OLDS 


Percentage Above or Below Percentage Above or Below 
National Median in Scicnce — National Median in Writing 


Boys 
Age 9 +0.8% —4.0% 
Age 13 +1.5% —3.4% 
Age 17 +2.8% —3.4% 
Girls 
Age 9 —1.0% +4.1% 
Age 13 —1.4% +3.2% 
Age 17 —2.4% +3.0% 


(Figures are adapted from National Center for Education Statistics. Students and 
Schools. Washington, D.C.: United States Government Printing Office, 1979, 
pp. 30-32.) 


Let's Ponder 


Look at the figures in the table above, Respond to the following questions: 


1. What general pattern do you observe regarding boys’ scores and 
girls’ scores in science and in writing? 


2. At what age do girls’ scores and boys’ scores in science diverge 
the most? The least? 


3. At what age do girls’ scores and boys’ scores in writing diverge 
the most? The least? 

4. What general patterns do you observe as girls and boys get older 
in terms of their scores in science and in writing? What causes 
these patterns? 

5. Ifa similar set of tests were given to a new group of 9, 13, and 17 


year olds ten years from now, would you expect to see a pattern 
of scores similar to those reported here? Why, or why not? 


6. Asa science teacher working with 17 year old girls, how would 
you adjust your program? What if you were a writing teacher 
working with 9 year old boys? 


Enna 
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In thinking about children in the schools, it is not enough to consider only 
descriptive data that provide information about readily observable char- 
acteristics. In a larger sense, what children are is a matter of perception. 
Children may be seen as treasures to be nurtured or as threats to the social 
order. Observable characteristics take on meaning only in terms of soci- 
ety’s general attitude toward young people. 

Because of economic pressures, more and more mothers are accepting 
full-time employment. Today only a minority of homes are characterized 
by the traditional arrangement of a working father, a mother who stays 
home during the day, and children. 

Fewer and fewer American households have children living in them. To- 
day, only 38 percent of households include children. The decline in the 
number of children may be accompanied by a diminished concern about 
issues relating to young people. 

America’s school population is characterized by an incredible diversity, 
which sometimes comes as a shock to new teachers. They may have 
viewed themselves and their circle of high school friends as having been 
representative of all youngsters in the schools. It is probably fair to say that 
the high school friends of most teachers did not represent a very adequate 
sample of the spectrum of differences represented in the total school pop- 
ulation in this country. 

Spanish-speaking Americans are the nation’s fastest-growing minority. By 
the 1990s Hispanics will outnumber blacks if present trends continue. 
Hispanics represent a very large proportion of the school population in 
California, Arizona, New Mexico, and Texas, among other areas. 
Generally speaking, students who do not speak English as their first lan- 
guage experience academic difficulties in school. Their dropout rate far 
exceeds that of students who are native speakers of English. 

Poverty continues to be a problem in all areas of the country for large 
numbers of families. In general, the poverty rate seems to be declining in 
the South as compared with other areas of the country, However, the 
South still has the highest percentage in the country of families who are 
economically impoverished. 

There is a tendency for increasing numbers of three- to five-year-olds to 
be enrolled in public school programs, in part result of the dramatic 
growth in the number of women who are both mothers and full-time em- 
ployees outside the home. In absolute numbers, the three- to five-year-old 
population is declining, but a growing percentage of this group is being 
enrolled in public schools. 

Federal interest in handicapped youngsters has accelerated dramatically in 
recent years. With the passage of Public Law 94-142, handicapped young- 
sters are placed in the “least restrictive” education environment. In prac- 
tice, this means that many of these youngsters spend part of the day in 
regular classrooms. 

The National Assessment of Educational Progress tests of the 1970s pro- 


vide information regarding the achievement of nine-, thirteen-, and sev- 
enteen-year-old school youngsters in a variety of areas. The results of these 
tests reveal patterns of achievement of a very large sample of American 
nine-, thirteen-, and seventeen-year-olds. From a study of these scores, it 
is possible to infer some associations between such factors as education 
of parents, sex of students, and place of residence and academic 
achievement. 


Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


E 


a 


Today, only about one third of all U.S. families are com- 
posed of (1) a father who works and brings home money, 
(2) a mother who stays at home, and (3) one or more 
children. 


- In general, it is likely that young people will represent a 


larger percentage of the total population in 1985 than they 
did in 1965. 


- By the end of this century, Spanish-speaking Americans 


may displace black Americans as the nation’s largest mi- 
nority group. 


. Early childhood programs have increased greatly in number 


in the schools over the past decade. 


- In general, students whose parents had completed high 


school did considerably better on the National Assessment 
of Educational Progress tests than did students whose par- 
ents had never attended high school. 


. A high percentage of handicapped youngsters of elemen- 


tary-school age are enrolled in school. 


. Generally students who speak Spanish as their first lan- 


guage have not done as well on tests of academic achieve- 
ment as students whose first language is English. 


. A higher percentage of the fourteen- to seventeen-year-old 


handicapped population is enrolled in school than of the 
fourteen- to seventeen-year-old general population. 


. Learners who do not speak English as a first language are 


more apt to drop out of school than learners who do speak 
English as a first language. 

Between 1970 and 1975, there was a decrease in the per- 
centage of students classified as “living in poverty” in the 
South and an increase in the percentage of such students in 
the Northeast. 


Posttest 


369 


Who Are the Learners? 


Summary 


References 


370 


Learners 


The key word in understanding the population of America’s schools is 
diversity. The youngsters in the schools mirror all of the characteristics of 
the general population from which they are drawn. This reality places a 
heavy burden on teachers. They may be called to work with youngsters 
whose backgrounds bear little resemblance at all to their own. For teach- 
ers, a high value must be placed on flexibility as programs and procedures 
are shaped to meet the individual needs of the diverse group of young- 
sters that populate our public school classrooms. 

A general trend that shows little sign of slackening is the attention being 
paid to youngsters in schools who do not fit our traditional conception of 
the white, middle-class, English-speaking, and generally fairly well-scrubbed 
schoolchild. Concerns about dealing with the problems of youngsters who 
are not native speakers of English exemplify the interest in “doing some- 
thing” for special kinds of students. The same might be said for the new 
programs for very young children and for the handicapped. An implica- 
tion of all of this is that public education is being charged as never before 
with doing something for all of the children. It seems clear that teachers 
will be judged increasingly in terms of their ability to develop sound work- 
ing relationships with and sound instructional programs for the great di- 
versity of youngsters in the schools. 
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This chapter provides information to help the reader to 


_ 


Identify the implications for teachers of the necessity of working with 

youngsters having a wide range of individual differences. 

2 Point out typical misconceptions of new teachers regarding the alleged 

changes in learners since the teachers themselves were in public school. 

Describe several traditional perspectives on children and their role in the 

culture. 

4 Differentiate among the major levels of Piaget's theory of intellectual 

development. 

Identify the characteristics typical of youngsters at different grade and age 

levels. 

6 Note the types of problems frequently encountered by teachers at different 
grade levels. 

7 Suggest the teacher characteristics that might be most appropriate for suc- 
cess with youngsters at different grade levels. 

8 Consider his or her own personal characteristics and determine what might 

be a “suitable” or “comfortable” grade level for him or her to teach. 


Ww 


uw 


Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


1. At a given grade level, it is logical for a teacher to expect 
most youngsters to be able to perform at about the same 
level of proficiency. , 

2. The higher the grade level, the broader the range of abilities 
we would expect to find among the learners. 

3. Basically young people think much as do adults; they only 
lack experience. 

4. Youngsters at the “concrete operations stage” can use logic 
in arriving at solutions to problems. 

5. At the “formal operations stage,” youngsters’ thought pro- 
cesses are very similar to those of adults. 

6. All learners past the age of eleven can be expected to op- 
erate at the formal operations level. 

7. Teachers of kindergarten-aged children need to be people 
who feel comfortable in giving positive approval to the 
youngsters in their classes. 

8. When opportunities for active learning are reduced in the 
primary grades, it is not unusual for youngsters to develop 
nervous, fidgety habits. 

9. Physically, girls tend to develop somewhat faster than boys. 


10. Some problems that we normally associate with adoles- 
cence may result because of our culture’s tendency to pro- 
long childhood. 

11. The “imaginary audience” results when adolescents fail to 
discriminate between how they view themselves and how 
they are viewed by others. 


A first-year teacher, Ms. Jones, finds herself bewildered and frazzled. 
Over coffee, she will tell a sympathetic listener that “the kids have 
changed.” She cannot remember youngsters’ “acting this way” when she 
was in school. She wonders about such things as motivation. “Where are 
the serious and capable youngsters? Surely they can’t all be this turned 
off.” For Ms. Jones, the glitter is fast disappearing from her career. 

Surely she has not always felt this way. In her undergraduate days, she 
was fairly realistic about her expectations. Or at least she thought so. Cer- 
tainly she didn’t expect to find the kind of motivated and well-scrubbed 
youngsters one encounters in many school classrooms on television, but 
she expected to find at least a few interested youngsters. Instead she re- 
ports that her day largely finds her acting the role of a hard-bitten warden. 
Assignments come in only under threats of catastrophic consequences. 
Many youngsters feel quite free to tell her that they would rather be al- 
most anywhere except in her “boring” class. 

In addition to motivational and control problems, Ms. Jones feels over- 
whelmed by the paperwork. She must keep accurate attendance reports. 
These take time away from instruction, but the administrators must have 
this information to get money from the state. Clear records of learner per- 
formance must be kept. She has to have some evidence to show to the 
parent who is unhappy about a youngster’s grade. 

Finally, many youngsters just seem to be so hopelessly “behind.” Ms. 
Jones says that grade-leveled textbooks and other materials are a joke. 
Even if publishers do a good job in writing to grade-level averages, the 
range of abilities is so great that a good number of youngsters just cannot 
use the materials. Ms. Jones spends many late nights developing special 
materials for youngsters who cannot work from the text or from other 
commercial learning aids. Sometimes Ms. Jones wonders whether she is 
“robbing” more capable youngsters in the class by spending so much time 
worrying about those who seem to have a great deal of difficulty with the 
material she is teaching. 

In summary, Ms. Jones is experiencing a set of frustrations that are typ- 
ical of those that are reported by many first-year teachers. Indeed, in far 
too many cases, these frustrations become so great that these teachers 
never report for a second year of teaching. Why do so many beginning 
teachers have difficulty accepting youngsters in their classrooms as they 


Introduction 


373 


Individual Learner Differences 


374 


Learners 


are? Part of the problem results from an inaccurate mental picture of the 
typical schoolchild that many first-year teachers bring with them to the 
classroom. 

A basic understanding that all prospective teachers should have is that 
youngsters in schools represent an incredibly diverse population. One 
professor characterized this diversity by telling his undergraduate stu- 
dents, “Remember, you have all of the students from all of the families.” 
Youngsters in high schools who aspire to be physicists and professors of 
literature walk the same halls with those who cannot wait to end their 
school career with high school graduation. There is every indication that 
the differences among learners in schools will become even more pro- 
nounced in the years ahead. 

Efforts to ensure racial balances within schools seem certain to increase 
the diversity of values and cultural backgrounds in many schools. Recent 
concerns about the education of handicapped youngsters have resulted in 
new laws requiring schools to provide at least some instruction for such 
youngsters in “regular” classrooms. The addition of these learners will 
add yet another dimension to the range of differences that teachers must 
work with. Surely both racial balance and quality education for handi- 
capped youngsters are desirable. The willingness of education to take on 
these challenges stands as solid evidence of our commitment as a society 
to providing education for everybody. New teachers need to be aware of 
this commitment and to be aware of the possible limited conceptions they 
may have of the “typical” youngster in the schools. 

This diversity cuts through all grade levels. Certainly it is folly for any- 
one to think that even first-grade youngsters in a given classroom auto- 
matically have much in common. Differences within classrooms become 
even more pronounced in the later school years. Indeed, it is generally 
true that these differences increase with each advancing grade level. This 
reality has especially important consequences for senior-high-school teach- 
ers. It is not at all unusual for a high school English teacher to have a few 
students who enjoy reading Kant’s Critique of Pure Reason as a recreational 
intellectual challenge and other students who cannot handle material writ- 
ten on a fourth-grade level. (Youngsters in both groups doubtless think of 
themselves as “typical” high school students. One of the authors was 
once bowled over when one of his students announced in a casual con- 
versation that “the whole school is really into Kafka.” Probably not one 
student in a hundred in that school had ever heard of Kafka, let alone 
read anything he had written, but this student's close circle of friends 
really were interested in Kafka’s work. They, of course, assumed them- 
selves to be “typical” high school students.) 

A new teacher's assumptions about his or her youngsters has an enor- 
mous impact on the kinds of instructional experiences provided. Further, 
these assumptions help shape the kind of personal relationships that can 


be established with learners in the classroom. In this latter regard, it is 
particularly important for beginning teachers not to signal to youngsters 
that they are “dumb” or “unmotivated” or “lazy.” Youngsters are quick 
to pick up these attitudes, which themselves may bring on the very kinds 
of behavior that the teacher wishes the youngsters did not have. 

To prevent this kind of unhappy communication, it is necessary for the 
new teacher to try to see her or his youngsters as they “are” rather than 
as they perhaps “should be” in a world reflecting the values of the 
teacher, Though differences among youngsters are great, still there are 
some fairly stable patterns characterizing each age and grade-level group. 
The sections that follow detail some of these characteristics. 


Educational practices directed toward children have always been based 
on conceptions of who children are and what they can do. These concep- 
tions have not remained constant. Even when the conceptions of children 
have changed, some educational practices established at an earlier time 
have continued to be maintained through the force of tradition. Indeed, 
even in American schools of the 1980s, a few practices can be traced to a 
time when most people had quite different conceptions of childhood than 
are generally held today. 

One early view of childhood held that before the age of six or seven, 
children basically were mindless creatures. They were more like animals 
than like human beings. According to this view, young children could nei- 
ther know nor feel anything. Certainly nothing much could be expected 
of them. Profound educational implications flowed from this view. Cer- 
tainly anyone who wanted to commit resources to early childhood edu- 
cation was unlikely to attract a receptive audience. Systematic education 
for young children was regarded as pointless. The only role of the adult, 
given this view, was to meet children’s basic physical needs and keep 
them out of mischief. There are cultures in the world today that continue 
to subscribe to this view of the young child. Even in this country, one 
sometimes hears arguments against expending public funds for kinder- 
gartens and preschool experience as money wasted on youngsters who 
are “unready” for learning. 7 

Another historical view of children was that they were essentially min- 
iature adults. Their small size aside, children were regarded as having the 
same general characteristics as the adult population. They only lacked 
knowledge and experience. If these could be provided, then clearly they 
could perform adult roles at a very tender age. Children’s basic thinking 
processes were seen as identical to those of the adult population. Conse- 
quently they could be expected to deal with learning material that differed 
little, if at all, from what an adult might be expected to handle. 
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IMAGES OF LEARNERS 


Images teachers have of their learners influence how they teach. Teachers 
who have taught for a few years tend to form their images from their ex- 
periences in the classroom with similar groups of individuals. New teachers, 
however, have no such background to draw upon. Frequently, they bring 
preconceived notions about the nature of “typical” learners to their first 
teaching position. Often these notions involve a picture of an idealized 
youngster, interested in school, generally supportive of teachers, and moti- 
vated to learn. This mental model of the “typical” youngster often is at 
some distance from reality. Not surprisingly, large numbers of first year 
teachers report their dismay to all who will listen with comments such as 
“we certainly were’t like that when we were in school!” 


Think for a moment about the grade level or subject you will be interested 
in teaching. Take time to write a description of your own expectations of 
the kinds of youngsters you expect to encounter. What will they be like? 
What kind of performance can you expect? What do you suppose their 
needs and interests will be? 


Let’s Ponder 
Look at what you have written. Then respond to the following questions: 


1. How might your view of these learners influence how you would 
teach them? 


2. How might your view of these learners influence your interper- 
sonal relationships with members of the class? 


3. What do you think your perceptions of your future class’s char- 
acteristics are based upon? Is your source of information 
dependable? 


4. How will you feel if you find yourself with a group of young- 
sters whodo not come very close to matching up with your 
expectations? 


5. What other sources of information might you look at to find out 
about characteristics of youngsters of the type you expect to be 
teaching? 


a E Ea S O 
FIGURE 16-1 


376 


Learners 


This conception of children had a number of educational implications. 
For example, if a child was having learning difficulties, there was an as- 
sumption that they resulted from a lack of trying hard enough. There was 
no understanding at all that the learning materials might not be suited to 
the child. A tradition of punishing children for failing to learn came out 
of this view of childhood. Requiring youngsters to wear a dunce cap or 
submit to a thrashing by the schoolmaster were viewed as logical ways to 
“motivate” the young person to act like the adult that he or she really 
was. 

Another view of young people held that they came into the world with 
little or no personality or ideas of their own. Children were essentially just 
so much animated clay or putty waiting to be shaped by adults. According 
to this view, adults had the responsibility of providing an appropriate 
model for youngsters to follow. There was an assumption that youngsters, 
given appropriate guidance, would develop into “good citizens.” In the 
schools, this view of children resulted in educational practices that were 
planned exclusively by adults and delivered exclusively by adults with lit- 
tle regard for individual youngsters’ interests. The trick was to find the 
“tight” teacher. That accomplished, the child was certain to grow into a 
“proper” adult. 


Most of these traditional or historical views of the child and learning 
have not stood up to rigorous analysis. Today learning psychologists tell 
us that each youngster has a good many unique qualities that affect his or 
her reactions to school. Although teaching might be simpler if we were 
convinced that the members of our class were just so many “lumps of 
clay” waiting to be molded in a “proper” way, that is not the way it is. 
On the other hand, classrooms full of passive youngsters would deny ed- 
ucators many of the stimulating challenges they face in attempting to pro- 
vide meaningful learning experiences for diverse groups of youngsters. 
Today teachers must stand ready to diagnose and respond to an incredible 
diversity of individual problems in the classroom. 

Not only do we know that children are not passive lumps of clay, but 
we also know that they most definitely are not miniature adults. Sigmund 
Freud was among the first to recognize that childhood was an important 
and distinct stage of human development. He found that experiences of 
childhood had a profound influence on later life. More recently, the the- 
ories of Jean Piaget have had a tremendous impact on educational 
thought. 

Piaget discovered that as children develop intellectually, they go through 
several different stages. At each of these stages, the “thinking style of 
the youngster is different from that of the earlier stage. In essence, Piaget 
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has demonstrated that the modes of thinking of children are different 
from those of adults. This means, for example, that no amount of threat 
or pressure can make a child think as an adult. It is not a matter of the 
child’s unwillingness; it is a matter of the child’s inability to do so. Piaget 
has outlined four different stages: (1) sensorimotor, (2) preoperational, 
(3) concrete operations, and (4) formal operations. Each successive stage 
builds on the one that precedes it. Piaget’s stages have great implications 
for teaching youngsters of different age levels. 


Piaget: Stages of Intellectual Development 


Sensorimotor Stage (birth to two years). At this stage, much of behav- 
ior is reflexive. Intellectual activity is based primarily on immediate expe- 
riences that the child derives through his or her senses. The major 
intellectual activity is the interaction between the senses and the environ- 
ment. With the development of language at about age eighteen to twenty- 
four months, the child begins mentally to manipulate objects and events. 
For example, words came to be understood as standing for concrete 
objects. 


Preoperational Thought Stage (two to seven years). The most dramatic 
development during this period of time involves the use of language. The 
young child increasingly uses symbols to represent objects. A predomi- 
nant characteristic of thought at this stage is that it is intuitive. At this age, 
the child is not concerned with precision. Youngsters at this stage have 
imaginary friends and are generally highly imaginative and freewheeling. 

At this stage, youngsters tend to pay attention to only one characteristic 
of an object and to ignore others. As a result, their thought frequently 
appears illogical to adults. For example, they may insist that a tall, thin 
glass contains more water that a short one. Why? Because it’s taller. No 
amount of demonstrating that two such containers may contain the same 
amount of water will convince them. They may recite what the adult 
wants them to say, but the understanding is not there. Children at this 
stage simply are not able to deal with abstract thought and logic. What 
they perceive to be true is what they believe to be true, even if it is a 
conclusion that makes no sense at all to the adult mind. 

Concrete Operations Stage (seven to eleven years). At this stage, logic 
begins to emerge and to become stronger than simple perception. Increas- 
ingly children begin using logic to arrive at solutions to concrete problems. 
Note, however, that the emphasis is on concrete problems. Children of this 
age experience difficulty in applying logic to abstract problems. For ex- 
ample, they might do very well with the water in the tall and the short 


glass. They can see the objects, handle them, and haye some kind of a 
direct (even a tangible) involvement with them, but, they have great dif- 
ficulty in applying logic to problems presented in words or to problems 
dealing with the future. 

Children of this age tend to be very literal-minded. They have enor- 
mous difficulty in detecting irony, sarcasm, and other “slants” in written 
materials. Indeed, once they have made up their mind about the literal 
meaning of something, they frequently refuse to change their minds even 
when confronted with conflicting evidence. In school, children at the con- 
crete operations stage particularly enjoy activities that involve direct in- 
volvement with concrete objects. They want to solve problems that have 
definite answers. They are not comfortable with ambiguity. 


Formal operations stage (eleven to sixteen years). At the formal oper- 
ations stage, young people can apply logical thought to all classes of prob- 
lems, from the very concrete to the very abstract. Individuals at this stage 
have thought processes basically similar to those of adults. They are able 
to understand symbolic meanings. They can read stories and generalize 
the implications to situations beyond the stories themselves. They tend to 
rely on logic as the sole criterion of what is true or false, good or bad. 
Often, however, there is a failure during these years to differentiate be- 
tween what is logical and what tends to happen in reality. As a result, 
many youngsters during these years are very idealistic. 

In general, young people at the formal operations stage are capable of 
an adult type of thinking, but they lack experience. In part, their arrival 
at this stage explains the feelings of alienation that characterize many ad- 
olescents. The youngsters have moved out of the concrete operations 
stage, where, generally, they believed adults nearly always to be “cor- 
rect.” Now they find themselves burdened with an idealistic faith in logic 
as a method for explaining the world as it “should be” and the ability to 
understand that “reality” and the adults who have shaped it have fre- 
quently been “wrong.” There is a tendency to dwell on the gap between 
what some adults say they believe and what they, in fact, do. Youngsters 
at this stage tend to generalize from these inconsistencies to conclude that 
many or even all adults are untrustworthy. Given this perception, they 
tend to be wary of lectures by adults who tell them to be “truthful”, “re- 
sponsible,” and “law-abiding.” 

In a consideration of the formal operations stage, a caution should be 
noted. Though individuals at this stage may be capable of high levels of 
abstract thought, that does not mean that they always exercise this capa- 
bility. Indeed there is some evidence that as many as 50 percent of the 
individuals in even the sixteen-to-twenty-year-old age group may not be 
fully utilizing the abstract thinking powers available to those at the formal 
Operations stage. 
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Piaget's Stages: General Considerations 


In looking over Piaget's stages, please note that the age ranges given 
for each represent only approximations. Different individuals attain each 
stage at different times. Certainly, when a youngster has his or her elev- 
enth birthday, it cannot be assumed that he or she automatically becomes 
capable of styles of thought characteristic of the formal operations stage. 
In any group of eleven-year-olds there will be youngsters who have al- 
ready advanced to the formal operations stage as well as others whose 
thinking continues to be bound to the concrete operations stage. There is 
evidence that the rate of an individual’s progress from one stage to the 
next is related to the quality of the experiences that he or she has had at 
the earlier stage. Sound instructional programs of an appropriate design 
can help youngsters get ready for the transition to the next stage. Though 
we cannot predict when a given youngster will pass from one stage to an- 
other, Piaget does tell us that all individuals move through these stages in 
the same order. That is, one begins at the sensorimotor stage, progresses to 
the preoperational thought stage, goes on to the concrete operations stage, 
and finally arrives at the formal operations stage. No steps are skipped. 

The work of Piaget has important implications for those concerned 
about school programs. Piaget implies that as youngsters grow older, they 
tend to perceive reality in different ways. Consider, for example, the 
charge that the schools “stamp out youngsters’ creativity” in the light of 
Piaget's work. Piaget notes that what many adults take for “creativity” in 
young children is nothing more than patterns of behavior associated with 
Preoperational thought. Thus the decline in “creativity” comes not so 
much from something negative that the school has done as from young- 
sters’ movement from the stage of preoperational thought to the stages of 
concrete operations and formal operations. At these stages, the thought 
patterns of youngsters “make more sense” to adults. Hence they tend not 
to be seen as so creative. 


Intellectual development represents only a single aspect of the changes 
that youngsters experience as they mature. Clearly the physical changes 
are equally dramatic and have implications for educational practice. Con- 
sider, for example, the physical characteristics of youngsters in a typical 
eighth-grade classroom. The differences among the youngsters in a given 
classroom are profound. Some youngsters will be small and immature in 
appearance and look as if they would fit in beautifully in a third-grade 
classroom. On the other hand, some youngsters may be as large and as 
well developed physically as the teacher. A few of the boys may even be 
sporting mustaches (much to the green-eyed envy of their smaller, less 
physically mature age-mates who have yet to have their adolescent 


SS 
PIAGET’S STAGES AND JUNIOR HIGH SCHOOL YOUNGSTERS 


It is known that teachers of junior high school youngsters are less happy 
with their work than teachers of elementary school youngsters or senior 
high school students. Many have a very difficult time in developing an 
instructional program that “gets through” to large numbers of youngsters 
in their classes. 


Let’s Ponder 


Think about what you know about Piaget's stages. Consider now the typ- 
ical ages of junior high school youngsters. Respond to these questions. 


1. Knowing what you know about Piaget’s stages, what kind of 
thinking processes likely will be present in many junior high 
school classes? 


2. Why do you think some teachers find it more difficult to design 
learning experiences for their junior high school classes than for 
classes of senior high school youngsters? 


3. Given what you know about Piaget’s stages, what kinds of things 
probably should be considered in developing lessons for junior 
high school youngsters? 


4. Knowing what you know about Piaget's stages, what grade level 
or levels do you think would be most easy to teach? Why? 


0 
FIGURE 16-2 


growth spurt). These physical differences present problems related not 
only to youngsters’ abilities to perform physical tasks but to their psycho- 
logical and emotional development as well. 

In the sections that follow, some general physical characteristics of 
youngsters of different ages are introduced. This information should be 
approached with the understanding that the differences within any given 
classroom are very great indeed. There is a significant definitional problem 
with the elusive term normal schoolchild. Typically normal is nothing but a 
statistical abstraction that does not apply to any specific youngster. There- 
fore a reading of the following sections should be tempered with the un- 
derstanding that great variability is encountered in groups of youngsters 
of any age. Further, this variability tends to increase as the age of the chil- 
dren increases. It is easier, for example, to characterize a kindergarten 
youngster than a senior-high-school student. 
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Characteristics of Preschool and Kindergarten Children 


Children of preschool and kindergarten age are extremely active. They 
have quite good control of their bodies, and they seem to enjoy activity 
for its own sake. A student teacher once remarked on this phenomenon 
after spending an exhausting day with a group of lively youngsters in a 
Kindergarten. She compared walking into the classroom to entering a 
world of moving, twisting worms. 

Because of frequent bursts of energy-consuming activity, children at this 
age need regular rest periods. Unless these are provided, these youngsters 
are likely to become irritable. Some may become subject to emotional out- 
bursts when confronted with even minor frustrations when they become 
overtired. 

At this age, youngsters’ large-muscle coordination is better developed 
than their small-muscle coordination. Consequently tasks demanding 
small-muscle control can prove frustrating. For example, many youngsters 
at this age have trouble with shoestrings, buttons, and fine-motor tasks 
that slightly older children do with ease. Some youngsters in this age 
group may have eyes and eye muscles that are not yet fully developed. 
Consequently they may experience difficulty in focusing on small objects 
and in tasks demanding good hand-eye coordination. 

Boys at this age tend to be physically a little larger than girls, but the 
girls tend to be ahead of the boys by nearly any other measure applied. 
This is particularly true in the development of fine-motor skills. During 
this period, girls, on average, are much more advanced in fine-muscle co- 
ordination than boys. 

Teachers of preschool and kindergarten youngsters must be blessed 
with a tremendous reservoir of patience. They must be able to tolerate a 
lot of activity in the classroom. They must be people who understand that 
there are certain things that youngsters in this age group simply cannot 
do. They must be prepared to spend time tying shoes, mopping paint 
spills, and buttoning coats . . . and they must do so with a smile. Children 
at this age need and desire lots of affection. Teachers of these youngsters 
have to understand these needs and be very positive in their relationships 
with the children in their classes. 


Characteristics of Primary-Grades Children (Grades One to Three) 


The high need for physical activity characteristic of kindergarten carries 
through to the first year or two of the primary grades. The large muscles 
still tend to be more fully developed than the small muscles, Indeed, this 
large-muscle development gives youngsters at this age level a tremendous 
amount of confidence in the kinds of physical tasks they can accomplish. 


When a youngster of this age finds that he or she can climb a tree, the 
accomplishment is certain to be repeated (at least, when objecting parents 
or teachers are not on hand). Many youngsters at this age develop more 
confidence in their physical abilities than is warranted, and frequently the 
danger associated with a given physical task is underestimated. The acci- 
dent rate among youngsters of this age is very high. 

The early primary grades represent a difficult time for many youngsters. 
Many still have a very high need for activity, yet it is during this time that 
teachers begin to expect more “in-seat” learning, a dramatic break from 
the non-stop-activity routine of kindergarten. When there is too much 
forced sitting, many youngsters in this age group develop such nervous 
habits as pencil chewing, fingernail biting, and general fidgeting. These 
represent somewhat desperate attempts of the body to compensate for the 
lack of needed physical activity. 

Typically the skill of handwriting is introduced during this period. This 
can be a very trying experience for a late-maturing child, who may still 
have very shaky control over the small muscles. Realizing that many 
youngsters may not be physically ready to do neat handwriting, teachers 
must be very sensitive in their comments to youngsters about their first 
efforts at cursive writing. If the small-muscle development is inadequate, 
no amount of admonishment will result in improved writing skills. 

Experts tell us that in most people, the eyes do not fully develop until 
around age eight. Given this pattern, many primary-grades youngsters 
may have difficulty in focusing on small print or on small objects. This 
fact has enormous importance for educators. Reading is an important part 
of the primary grades curriculum, beginning in grade one. Teachers need 
to be sensitive to the possibility that a youngster having difficulty with 
reading may be having that difficulty because his or her eyes have yet to 
develop to the point where a focus on small objects can be maintained 
easily. 

Youngtee who are slow to develop, in a physical sense, do catch up. 
If teachers have been sensitive to the physical basis of any learning diffi- 
culties they might have experienced, then they are generally able to catch 
up to others in the class with no particular problem. But if insensitive 
teachers have falsely attributed the problems they have been having to 
“laziness” or some other inadequate and inappropriate explanation, there 
is a good possibility that such youngsters may come to believe that they 
have no potential for success. When that kind of a self-image develops, 
youngsters are likely to stop trying. A pattern of failure established early 
could follow them through their entire educational program. , 

It is essential for teachers to recognize the very high need that primary- 
grades youngsters have for praise and recognition. They want to please 
the teacher and to do well in school. When youngsters get positive rec- 
ognition from their teachers, they tend to adjust well to school. This ad- 
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justment sets a positive pattern for their entire school career. Because of 
their potential for affecting how youngsters are to view the educational 
program they will be in until high school graduation, many school sys- 
tems place a high priority on finding especially talented teachers to work 
with first- and second-grade youngsters. 


Characteristics of Upper Elementary Children (Grades Four to Six) 


During the age period that covers grades four to six, most girls and a 
few boys experience a tremendous growth spurt. It is not uncommon for 
eleven-year-old girls to be taller and heavier than eleven-year-old boys. 
Many girls reach puberty during this period, and they tend to become 
very much interested in boys. Many boys, on the other hand, have little, 
if any, interest in girls. 

By this stage of development, fine-motor control is quite good. Many 
youngsters at this age develop a great interest in applying their new ability 
to “make their fingers do what they're supposed to” by getting involved 
in crafts, model building, and other activities demanding fine-muscle con- 
trol. The interest in learning how to play a musical instrument, a task de- 
manding good control of the small muscles, can be attributed in part to 
youngsters’ growing confidence in their fine-motor skills. 

Social friendships tend to divide along sex lines: boys tend to associate 
with boys, and girls tend to associate with girls. There is a good deal of 
competition between boys and girls. Insults are a common ingredient of 
interactions between groups of boys and groups of girls. 

Teachers face a different set of problems in working with youngsters in 
grades four through six than do their colleagues who teach primary-grade 
youngsters. Teachers of these youngsters must concern themselves with 
the problem of motivation. Further, they must develop ways of dealing 
with youngsters’ emerging sense of independence. 

Youngsters at this age tend to be perfectionists. Frequently they set un- 
realistically high standards for themselves. When they fail to perform up 
to these standards, many suffer extreme feelings of guilt. Teachers must 
be sensitive to this situation and must devise ways of letting youngsters 
know that they are developing in a satisfactory way. 

Many teachers of youngsters of this age take a good deal of personal 
pleasure in watching youngsters begin to perform in some fairly sophis- 
ticated ways. Many youngsters’ interests broaden tremendously, and 
some become voracious readers. Yet they still have about them an engag- 
ing air of innocence and trust. They tend to be extremely loyal to a teacher 
they like. 

On the other hand, their misbehavior tends to be much more deliberate 
and certainly more challenging than the misbehavior of primary-grades 
youngsters. Increasingly youngsters look to their peer group for guidance 


regarding “proper behavior” rather than to adults. This can prove very 
frustrating for the teacher. For example, the peer group may have decreed 
that “Reading is boring.” Given this dictum, the teacher is going to have 
a very difficult time motivating the class during the reading period. Teach- 
ers of youngsters of this age must become experts in group dynamics and 
keen observers of the patterns of interpersonal relationships in their 
classes. Armed with such insights, they can take actions to prevent the 
peer group from taking a negative position on important academic issues. 

Teachers of these youngsters, like their counterparts working with pri- 
mary-grades youngsters, need a healthy dose of patience. These young- 
sters still need a lot of positive support from the teacher. A heavy dose of 
teacher sarcasm can do a good deal of damage to a youngster’s self- 
concept. Teachers must understand that youngsters of this age are just 
beginning to sense some independence. They make many mistakes. An 
understanding teacher allows youngsters the freedom to make mistakes 
yet maintain a reasonable and firm set of expectations. In this kind of at- 
mosphere, youngsters make tremendous personal strides during these 
school years. 


Characteristics of Junior High School Students 
(Grades Seven to Nine) 


Many. educators consider junior-high-school youngsters the most diffi- 
cult age group of all to teach. There is evidence that it takes a special kind 
of teacher to be successful with this age group. Many individuals who be- 
gin teaching in the junior high school soon request a transfer to work with 
either older or younger learners. 

Youngsters at this age level are incredibly diverse. Teachers find inter- 
esting mixes of maturity and immaturity within classrooms and even 
within individual youngsters. A given eighth-grader at one moment may 
appear to be the very image of sophistication and at the next little, if at 
all, different from a fourth-grader. Youngsters swing crazily back and forth 
between adult behavior and nonadult behavior. 

In many societies of the world, particularly those that are less techni- 
cally developed than our own, the young are accorded full adult status at 
about age twelve. There is a recognition that at about this age, many in- 
dividuals possess most of the adult physical characteristics. In our society 
and other more technologically advanced societies, a decision has been 
made to delay official adulthood for several years. In fact, our society does 
not have any official entry point that unequivocally says to a boy or girl, 
“Today you are an adult.” The absence of any such specific time of pas- 
sage from childhood to adulthood contributes to the role confusion of jun- 
ior-high-school youngsters. They receive few cues from our society that as 
of a given moment, they are expected to act as adults. 
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During the junior-high-school years, most girls complete their growth 
spurt. For boys, the growth spurt may not be complete until the end of 
this age range or even later. Nearly all individuals, both boys and girls, 
will have attained puberty by the end of this period. There tends to be an 
almost universal concern about the physical and psychological changes 
associated with the coming of physiological maturity. Concerns about 
whether they are developing “properly” are rampant. Many youngsters 
become somewhat self-conscious during these years. Not a few become 
convinced that everyone is constantly looking at them and evaluating 
them. For many youngsters, the junior-high-school years are not a partic- 
ularly comfortable time. 

Teachers who experience success with junior-high-school students un- 
derstand and are sensitive to the physical and psychological changes that 
these youngsters are experiencing. They are tolerant of the acting-out be- 
havior and the occasional emotional outbursts displayed by individuals in 
this age group. 

Regrettably the number of teachers who report satisfaction in working 
with junior-high-school youngsters is small. Survey after survey reveals 
that teachers of junior-high-school youngsters are much less satisfied with 
their professional role than either elementary or senior-high-school teach- 
ers. Particularly subject to feelings of unhappiness with their work are 
those teachers who are much in love with their academic specialization 
and who find lamentably few junior-high-school youngsters who share 
their interest and enthusiasm. Many of these individuals would be much 
happier working at the senior-high-school level. Indeed, many of them do 
transfer to senior high schools after a year or two of junior-high-school 
teaching. 

Perhaps teacher preparation programs bear part of the responsibility for 
teachers’ problems in working with junior-high-school youngsters. Very 
few people who work with this age group have had substantial course 
work directed toward the unique characteristics of junior-high-school stu- 
dents. Although some hasty mention in general secondary methods 
courses may be made of the necessity to adapt instruction to the special 
needs of junior-high-school students, the treatment tends to be superficial 
in most such courses. Overwhelmingly the emphasis in the secondary- 
education program is the senior high school. Given this reality, it is per- 
haps no surprise that many teachers in junior high schools find themselves 
dissatisfied with their positions. 

Clearly the need for sensitive, caring teachers at this level is great, but 
to date, no one has unlocked the secret of identifying and preparing large 
numbers of potential teachers who will be both successful and happy in 
working with this age group. Concern about junior-high-school instruc- 
tion promises to be a problem that will continue to be a consuming inter- 
est of educators for a good many years to come. 


The Adolescents: Characteristics of Students in Grades Ten to 
Twelve 


Much has been written about adolescence. At this stage, the so-called 
generation gap seems to reach its peak. Frequently parents report great 
difficulty in communicating with their sons and daughters. The adoles- 
cents, too, find a great deal of frustration as they try to come to terms with 
their world. Several factors contribute to the difficulties experienced by the 
youngsters in this age group. 

Erik Erikson (1968) pointed out that the major issue for people at this 
time of life is the search for personal identity. Young people seek to find 
a personal self that is distinct from that of either their father or their 
mother. They ponder such questions as “Who am I?” “Will I be success- 
ful?” “Will I be accepted?” In their attempt to assure themselves that they 
indeed do have separate identities, adolescents experiment with behaviors 
that they believe will show the world that they are “independent.” They 
attempt to master their environment. At the same time, they desperately 
look for evidence that others are accepting them as individuals. 

The problems of adolescents in this country result to some degree be- 
cause of how our culture views youngsters in this age group. Consider 
that physically adolescents are for all practical purposes adults. Consider, 
too, that intellectually they have a near-adult capability of handling ab- 
stract thinking tasks. Yet we do not consider adolescents adults. What 
then is adolescence? 

Some have suggested that adolescence is a cultural invention. It is 
something that has been devised to extend childhood beyond the limits 
imposed by many other cultures. Our culture simply is not prepared to 
absorb fourteen- and fifteen-year-olds into our technological economy. 
Therefore, some say, the concept of adolescence was invented to describe 
what is essentially a holding action until these young people can be ab- 
sorbed into the work force. 

Whether, indeed, adolescence is a “real” period in a physiological sense 
or not, certainly it is definitely a “real” period in terms of how young peo- 
ple at this age tend to feel about themselves and to behave. On the one 
hand, these youngsters have a desire to enjoy the benefits of adult status, 
and on the other hand, they fear the consequences of being an adult. 
Sometimes even adolescents’ new-found ability to think abstractly pro- 
duces unexpected side effects. 

David Elkind (1970), a learning theorist, has suggested that youngsters 
may experience some problems as they begin to move into the formal op- 
erations (abstract reasoning) stage. With the new-found ability to think in 
abstract terms, many adolescents concern themselves with abstract no- 
tions of self and personal identity. Initially many adolescents, having de- 
veloped the capacity. to look at their own identity as an abstract idea, are 
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unable to distinguish between what they think about themselves and 
what others think about them. Consequently a good many adolescents 
believe that all other people regard them as they regard themselves. Sup- 
pose a student is very concerned about some pimples; he or she may be 
utterly convinced that “everybody” is concerned about those pimples. 
Elkind wrote that this kind of thinking takes two forms: (1) the “imaginary 
audience” and (2) the “personal fable.” 

The imaginary audience results when adolescents are unable to distin- 
guish between their own thoughts about themselves and those held by 
others. When this happens, adolescents tend to view themselves as per- 
petually “onstage.” They are certain that everyone watches their every 
move. 

The imaginary-audience concept explains much about adolescent be- 
havior. Shyness, for example, is a logical result of feeling that any mistake 
made in public will be noted by others and evaluated critically. The slavish 
attention to dress fads results from an expectation that any deviation from 
an expected norm will be noted. For individuals for whom the imaginary 
audience is very strong, every minor blemish takes on the importance of 
a major flaw. Every action is taken in anticipation of the likely reaction of 
the imaginary audience. 

Elkind’s other variant is the personal fable. He pointed out that adoles- 
cents tend to become somewhat disoriented by the many physical and 
emotional changes that have taken place. At the same time, they find 
these changes utterly fascinating. Some come to believe that these changes 
and the accompanying feelings are so unusual that no one else has ever 
experienced them (particularly not parents or teachers). Many adolescents 
become so enamored of the importance of their own personal fable that 
they keep diaries that are written out of an unshakable conviction that 
future generations will be intensely interested in their “unique” feelings 
and experiences. 

As adolescents have more and more experiences, the validity of the im- 
aginary audience and the personal fable are tested against reality. In time, 
the imaginary audience gives way to the real audience. The personal fable 
is adjusted as youngsters’ interactions with others reveal to them that their 
feelings and perceptions are not really significantly different from those of 
other adolescents. 

Teachers of high school youngsters work with a population of students 
capable of quite abstract thinking. Yet they have personal characteristics 
that suggest that they are not yet college or university students or other 
adult learners, for whom exposure to the subject matter content may be 
enough. Adolescents do have emotional perspectives that demand teach- 
ers’ attention. Successful high school teachers are able to strike a reasoned 
balance between concern about the psychological condition of their stu- 
dents and concern about providing them with a respectable grounding in 
the subject areas. 


Co o a Sr ES 
THE “IMAGINARY AUDIENCE” AND THE “PERSONAL FABLE ” 


David Elkind (1970) suggests that many adolescents construct an “imagi- 
nary audience” and a “personal fable” as they grow toward maturity. In 
time, most bring their perceptions more in accord with the adult view of 
the “real world.” 


Let’s Ponder 


Consider the concepts “imaginary audience” and “personal fable” as you 
respond to the following questions: 


1. How valid do you believe the concept of “imaginary audience” 
to be? 


2. Can you cite some examples from your own adolescent days 
that might illustrate behavior indicative of a belief in an ‘‘imagi- 
nary audience?” 


3. How valid do you believe the concept of the “personal fable” to 
be? 


4. Can you cite some examples from your own adolescent days that 
might illustrate behavior indicative of a belief in a “personal 
fable?” 


5. What sorts of personal experiences might you or your friends 
have had that tended to move you or them to a more adult view 
of reality? 
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The decision of what grade level to teach should not be made in haste. 
The characteristics of the learners at each level need to be considered. 
Tasks associated with reorganizing subject-matter content for presentation 
to youngsters must be weighed. Finally, a general judgment needs to be 
made about generally “how comfortable” one feels around youngsters of 
a given age level. 

It is particularly important that a decision to teach at a given grade level 
not be made for the wrong reasons. For example, some people think they 
want to teach in the primary grades because they think the intellectual 
content may be less demanding. Some others choose the high school level 
because they “just love” mathematics (or English, or social studies, or 
whatever) and want to deal with the subject matter on a high intellectual 
plane. 
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Both of these views are inaccurate. Although the primary-grades teacher 
may not have to deal with sophisticated and complex mathematical for- 
mulas, he or she faces a formidable intellectual challenge in trying to un- 
derstand the nature of the intellectual development of the youngsters and 
to develop instructional practices consistent with this intellectual devel- 
opment. The high school teacher may well deal with a more detailed treat- 
ment of his or her subject specialty than do junior-high-school or elementary 
teachers. But the great interpersonal differences and identity problems of 
adolescents suggest that much more than love of subject is needed for suc- 
cess in the high schools. 

The bottom line of this discussion is simple. No age level is problem- 
free. Every age level challenges teachers’ ingenuity. In the final analysis, 
one must determine which particular set of problems faced by classroom 
teachers is most compatible with one’s own personality and interests. In 
working through to a personal conclusion, consider the steps outlined in 
Figure 16-4. 

If after completing this exercise you have not come up with a final an- 
swer, do not despair. Even if you have limited the range of options a little, 
that is progress. Keep these questions in mind as you continue your work 
in education. Responsible and honest answers to these questions, in time, 
will help you arrive at the conclusion that is best for you. 


1 The views that teachers and others hold about children influence instruc- 
tional practices in the schools. These perceptions have changed dramati- 
cally over time. At one period, for example, children were thought to be 
miniature adults. Today this view is largely discredited, 

2 Many beginning teachers mistakenly believe that they were “typical” public 

school youngsters. Most have little idea of the tremendous range of talents 

and dispositions they will have to work with. Differences become more pro- 
nounced with each advancing grade level. 

Jean Piaget has identified a theory of intellectual development that is di- 

vided into four distinct stages. The characteristics of youngsters at each 

stage are different from those at every other stage. An understanding of the 
characteristics of the youngsters at each stage has implications for the kinds 
of instructional practices that teachers likely will find successful. 

The intellectual, emotional, and physical needs of youngsters differ at var- 

ious ages. Even within given age groups, differences among youngsters are 

profound. This is true because individuals’ rates of development vary within 
broad ranges. Teachers must take these differences into consideration in 
planning learning experiences for their youngsters. 
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Let’s Ponder 


One of the most important decisions a prospective teacher makes is select- 
ing a grade level to teach. Respond to the following questions as you think 
about what grade level you would like to teach: 


1. What are your three top grade level preferences? For each one 
of these, write a profile of characteristics of youngsters of this 
age. Review these profiles. Are you still happy with your three 
choices? Why, or why not? 


2. Interview three teachers, one for each of the three grade levels 
you noted in question 1. Ask each teacher to describe typical 
youngsters in his or her class. Look at these statements. How 
do you feel now about these grade levels? Do you think com- 
ments of these teachers are representative? Why, or why not? 


3. What kind of intellectual preparation do you need to teach these 
three grade levels? Where are you now in terms of this prepara- 
tion? How willing are you to get what you may be lacking? 


4, What kind of emotional characteristics do you need to teach 
these three grade levels? How do your own characteristics stack 
up against these requirements? 


5. Given this information (from items 1, 2, 3, and 4), what grade 
level would you like to teach? Why? What do you see as your 
biggest obstacles to achieving this goal? How do you propose to 
overcome these obstacles? How would you rate your chances 
for success? 


LS 
FIGURE 16-4 


5 In choosing a grade level, prospective teachers must understand the general 
characteristics of the learners at the level they wish to teach. These char- 
acteristics need to be considered in light of the prospective teacher's own 
intellectual and emotional makeup. It is quite possible that a given individ- 
ual might be a splendid teacher at one level and a very poor (and quite 


probably, unhappy) teacher at another level. 
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Directions: Using your own paper, answer each of the following truelfalse ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement write the word false on your paper. 


m 


At a given grade level, it is logical for a teacher to expect 

most youngsters to be able to perform at about the same 

level of proficiency. 

2. The higher the grade level, the broader the range of abilities 

we would expect to find among the learners. 
3. Basically young people think much as do adults; they only 
lack experience. 
. Youngsters at the “concrete operations stage” can use logic 
in arriving at solutions to problems. 
5. At the “formal operations stage,” youngsters’ thought pro- 
cesses are very similar to those of adults. 

6. All learners past the age of eleven can be expected to be at 

the formal operations level. 

Teachers of kindergarten-aged children need to be people 

who feel comfortable in giving positive approval to the 

youngsters in their classes. 

When opportunities for active learning are reduced in the 

primary grades, it is not unusual for youngsters to develop 

nervous, fidgety habits. 

Physically, girls tend to develop somewhat faster than boys. 

10. Some problems we normally associate with adolescence 
may result because of our culture’s tendency to prolong 
childhood. 

11. The “imaginary audience” results when adolescents fail to 

discriminate between how they view themselves and how 

they are viewed by others. 


> 
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Youngsters in the schools are diverse. They represent an incredible 
cross section of intellectual talent. They have vastly different personal and 
emotional problems. Differences in youngsters become more pronounced 
with every year in school. Yet for all these differences, there are certain 
broad characteristics or patterns of behavior that in a broad sense typify 
many youngsters within a given age range. These characteristics need to 
be recognized by individuals preparing for careers in the classroom. 

More specifically, specific stages of intellectual development, introduced 
by Piaget, were described. The emotional and psychological characteristics 
of youngsters of different age levels were outlined. These characteristics 
should provide a basis on which prospective teachers can make respon- 
sible decisions regarding which grade levels would be most compatible 
with their own interests, personalities, and competencies. 
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This chapter provides information to help the reader to 


1 Identify different kinds of handicapping conditions. 

2 Take note of typical concerns teachers have about how to work with hand- 
icapped youngsters in the classrooms. 

3 Point out a number of implications for classroom teachers of Public Law 
94-142. 

4 Suggest some general kinds of responses that classroom teachers can make 
to different handicapping conditions of learners. 

5 Describe some problems for education that have resulted from legal man- 
dates stemming from Public Law 94-142. 


Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


1, Today there is a trend, to the extent possible, to instruct 
handicapped youngsters in classrooms alongside nonhan- 
dicapped youngsters. 

2. Most teachers serving in public schools have had little or no 
training during their undergraduate teacher-preparation 
programs that focused on working with handicapped 
youngsters. 

3. According to federal laws in existence today, school districts 
are required to provide handicapped youngsters with a spe- 
cially designed education at no cost to the parents. 

4. Teachers’ fear is one‘of the most significant problems asso- 
ciated with including handicapped youngsters in regular 
classrooms. 

5. The “least restrictive environment” provision of Public Law 
94-142 means that larger numbers of handicapped children 
will be spending more of their time outside regular class- 
rooms in special-education facilities designed to meet the 
unique needs of the handicapped. 

6. Many school districts are worried about the financial impli- 
cations of Public Law 94-142. 

7. As a result of Public Law 94-142, handicapped children are 
less likely than formerly to have educational programs tai- 
lored specifically to their own needs. 

8. There is a good deal of uncertainty among educators about 
what the various provisions of Public Law 94-142 will mean 
in practice. 


9. Massive in-service efforts have been mounted in many 
parts of the country to help teachers understand how to re- 
spond to the requirements of Public Law 94-142. 

10. Teachers are nearly universally agreed that their work load 
has not been and will not be increased as a consequence of 
the provisions of Public Law 94-142. 


Few federal laws affecting education have stirred the intense interest 
and often heated discussion that has developed since the enactment of 
Public Law 94-142, the Education for All Handicapped Act. Though the 
act was passed in 1975, many provisions did not go into effect until the 
1978 school year. Despite attempts to publicize the provisions of this leg- 
islation, many educators, particularly classroom teachers, did not begin to 
appreciate the implications of the act until the implementation ap- 
proached. Since the enactment of the legislation and especially since 1978, 
there has been wide-ranging public argument between proponents and 
opponents of the legislation. Much of this discussion has centered on the 
requirement to provide education for handicapped learners in the “least 
restrictive environment.” 

In practice, the “least restrictive environment” has been interpreted to 
be the regular classroom unless a compelling case could be made for pro- 
viding instruction in a special setting because of particularly severe hand- 
icapping conditions. This has meant that for the first time, many youngsters 
who formerly spent the school day in special-education classrooms are 
spending at least part of the day in regular classrooms alongside non- 
handicapped youngsters. This situation has resulted in great anxiety on 
the part of many teachers. 

In large measure, this anxiety results because many regular classroom 
teachers received no formal preparation in dealing with handicapped 
youngsters in their teacher preparation programs. When they were trained, 
there was an assumption that handicapped youngsters would be segre- 
gated from nonhandicapped youngsters and taught in special classrooms. 
Certain teachers who wished to work with handicapped learners took spe- 
cial programs to qualify for special-education certificates. Most teachers 
who envisioned a professional career within education graduated from 
college or university programs without much course work that related to 
the special needs of handicapped youngsters. Therefore many teachers 
have become frustrated with the requirement that they must now deal 
with both handicapped and nonhandicapped youngsters. It must be rec- 
ognized that the vast majority of these teachers by no means could be 
considered antihandicapped. Rather, they feel they may be held account- 
able for dealing with a situation for which they have not been trained. 
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Proponents of Public Law 94-142 point out that many teachers’ fears are 
unfounded. They note that the similarities of handicapped learners to so- 
called normal learners are much more pronounced than their differences. 
They contend that given some in-service training and good administrative 
support, most teachers should experience few real difficulties in working 
with handicapped youngsters. They note, too, that the social benefits to 
be gained by handicapped youngsters who spend at least part of the day 
in regular classrooms are considerable. Such youngsters see themselves as 
more “typical” human beings who can share many of the aspirations of 
their nonhandicapped peers. There is some sentiment for the view that 
the traditional practices of dealing with handicapped youngsters in iso- 
lated special-education classrooms may have had the unintended result of 
lowering handicapped youngsters’ level of self-esteem. Given this claimed 
psychological advantage, supporters of Public Law 94-142 suggest that the 
initial adjustment difficulties of some teachers may be more than compen- 
sated for by the improved emotional health of handicapped youngsters. 

Before proceeding to a more specific consideration of the general ques- 
tion of educating handicapped youngsters, let us pause for a moment to 
discuss a term, mainstreaming, that is central to most (or at least, to a great 
many) discussions of education for handicapped learners. Mainstreaming 
refers to the practice of, when possible, placing handicapped youngsters 
in regular classrooms. The idea is that they are to be mainstreamed except 
when compelling evidence suggests an alternative course of action. Main- 
streaming intends to infuse handicapped youngsters into the main arteries 
of the educational system in as many ways as possible, with a view to 
preparing them for the adult world much as nonhandicapped youngsters 
are prepared. 

To summarize, the present state of education for the handicapped is 
confused. The passage of Public Law 94-142 has introduced elements into 
the educational system that may have profound long-term effects on 
schools. The nature of these potential influences is just beginning to be 
felt. In the sections that follow, some issues related to the education of 
handicapped youngsters are discussed in more detail. Specific attention is 
devoted to the provisions of Public Law 94-142, the range of handicapping 
conditions, the reactions of teachers to mainstreaming requirements, and 
the possible dilemmas facing the school districts as a consequence of fed- 
eral legislation related to educating handicapped youngsters. 


The Education for All Handicapped Act, Public Law 94-142, was passed 
out of a concern that many handicapped youngsters were not being well 
served by existing educational programs. During hearings related to the 


proposed legislation, Congressmen learned that over half of the approxi- 
mately 8 million handicapped youngsters in the country had no access to 
appropriate educational services. About a million of these youngsters 
were found to be receiving no services from public schools. Testimony re- 
vealed the problem to be not lack of concern on the part of school people 
and of parents but lack of funds to do the job properly. 

A number of provisions of the law deserve mention. 


Federal Monies for Handicapped 


Public Law 94-142 established a formula whereby federal aid goes to the 
States to provide educational services for handicapped learners between 
the ages of three and twenty-one. A mathematical formula based on a per- 
centage of the average amount spent on each youngster’s education in the 
United States and on the number of handicapped learners to be served 
was developed as a basis for determining the amount of money to be 
spent. Federal aid for this program has been scheduled to grow incremen- 
tally larger each year until a final level of year-by-year percentage support 
is reached in 1982. 


Obligations of the States 


Each state was directed to establish specific policies for all handicapped 
children between the ages of three and eighteen by 1978. These policies 
were to be extended to include those between eighteen and twenty-one 
by 1980 and were a prerequisite for receiving the federal funds targeted 
for the program. 


Individualized Instruction 


An individualized instructional program must be established for each 
handicapped child. Further, the law specifies that such a program must 
be developed and agreed to at a meeting that includes a representative of 
the school district, the learner, and a parent of the learner. The indivi- 
dualized education program must include (1) the present level of educa- 
tional performance, (2) development of goals and short-term objectives, 
(3) a description of the specific services to be provided and the time re- 
quired for each, (4) identification of a starting date and an estimate of the 
expected duration of services, and (5) the evaluation criteria to be used in 
determining whether the objectives have been achieved. 
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Least Restrictive Environment 


In implementing Public Law 94-142, the states must assure to the max- 
imum extent possible that handicapped learners are educated with learn- 
ers who are not handicapped. The assignment of handicapped learners to 
special classes, special schools, or other alternatives to the regular class- 
room must be undertaken only when the severity of the handicap is so 
great that education in regular classrooms with the use of supplementary 
materials and aids cannot be achieved satisfactorily. 


There are a number of other provisions of Public Law 94-142. Those se- 
lected for mention here have prompted most of the debate regarding 
whether education for the handicapped—and, indeed, education as a 
whole—has been helped or hindered by this legislation. Much of the dis- 
cussion of this law stems from some fairly new policy ground that has 
been broken with its passage. Traditionally federal regulations pertaining 
to the public sector have been addressed more to the question of what 
should be done than to the question of how the task should be accom- 
plished. Where education was concerned, this resulted in regulations re- 
quiring schools, for example, to achieve X percentage of desegregation by 
year Y. The means of accomplishing this objective was left to educators. 
The assumption was that their specialized knowledge would permit them 
to develop the best responses to meet the goal specified in the federal 
regulation. 

* Public Law 94-142 goes well beyond this traditional goal-setting behav- 
ior of federal authority. The law says not only that something must be 
done for the handicapped but also what that something ought to be. For 
example, individualized educational programs for each handicapped learner 
are mandated by the language of the law. Further, these individualized 
educational programs are to be jointly developed by school representa- 
tives, parents, teachers, and the youngsters themselves. The process of 
meeting the needs of the handicapped has been legislated as well as the 
goal of meeting these needs. 

A good deal of the debate surrounding Public Law 94-142 stems from 
concerns about the wisdom of some of the mandated processes. For ex- 
ample, not all professional educators are agreed that the needs of handi- 
capped youngsters are best served through the development of 
individualized educational programs following the procedures mandated 
by the law. Yet the law provides no alternatives; these procedures must 
be followed. In large measure, then, discussions surrounding Public Law 
94-142 have been prompted not by any wish to do poorly by the handi- 
capped but by concern about the professional wisdom of some of the re- 
sponses to this need mandated by the federal legislation. 
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HANDICAPPED EDUCATION AND THE FEDERAL GOVERNMENT 


Speaker A: “The federal government is putting its ugly hand into every pie. 


Now the name of the game is ‘help the handicapped.’ For years 
we have paid millions of dollars to prepare highly trained spe- 
cialists to deal with youngsters having physical, emotional, and 
other kinds of handicaps. We have fine specially prepared 
classrooms with the best equipment on the market there for 
these specialists to use with these kids. Now the federal people 
tell us we're all wrong. We've wasted all that money. The an- 
swer, they say, is to put these kids in regular classrooms. 
Hooey—what next from Fairyland-by-the-Potomac!" 


Speaker B: “If the federal government doesn’t do it, it just doesn’t get 


done. Public school systems are the worst of all. They are 
simply bastions of inertia. They do all right in taking care of 
the average youngsters, but give them anything different and 
they hide their heads in the sand. Look at this handicapped 
situation, For years, instead of trying to do something with 
these kids they locked them away in separate rooms and kid- 
ded us that they were providing these youngsters with a ‘spe- 
cial education.’ What they were doing is convincing these kids 
that they were less than acceptable young people . . . that they 
were kids that had to be hidden away. Lots of them didn’t 
get any consideration from schools at all. In fact, some simply 
were kept away by disgusted parents. | say hurray for the feds 
and Public Law 94-142. It’s about time!’ 


Let’s Ponder 


Read the statements by the two speakers. Then, respond to the following 


questions: 


5. 


ee 


FIGURE 17-1 


What past experiences do you think lead Speaker A to his/her 
conclusion? 


What past experiences do you think lead Speaker B to his/her 
conclusion? 

Which speaker has the sounder arguments? Why? 

Are there some elements of truth and some elements of untruth 
in the statement of each speaker? If so, can you point them 
out? 


How do you feel about the issue the speakers are addressing? 
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There is some danger in preparing a simple list of handicapping con- 
ditions. The danger lies in two areas. First, the general characteristics of 
individuals suffering from these conditions are just that: general. An in- 
credible range of diversity is found among the individuals in any single 
category. Second, there is a tendency to overlook the possibility that many 
youngsters in the school fall into several categories simultaneously. Given 
these limitations, a brief description will be helpful of the kinds of hand- 
icapping conditions that teachers may expect to encounter as they work 
with youngsters in the classroom. 


Physically Handicapped Learners 


Physically handicapped youngsters may be characterized by a wide va- 
riety of different conditions. Among these learners, we would expect to 
find individuals who are (1) visually handicapped and blind, (2) auditorily 
handicapped and deaf, (3) orthopedically handicapped, and (4) characterized 
by one or more of a number of other physically related impairments. 


Visually handicapped and blind learners. Evidence suggests that 
youngsters who are visually impaired or blind have excellent potential for 
competing with other learners in regular classrooms provided their com- 
munications skills are well developed. For blind students, it is essential 
that materials be available in braille. Some states—for example, Texas— 
have made available braille editions of regular adopted textbooks to teach- 
ers whose classes include severely visually impaired or blind learners. 

Many blind learners find it convenient to communicate with a teacher 
using a typewriter. Early instruction in acquiring typewriting skills needs 
to be provided. Further, the individual needs to know how to produce 
braille as well as how to read it. To acquire this expertise, the youngster 
has to have access to a brailler. A tape recorder also proves useful to the 
visually impaired and blind learner. Assignments can be recorded, as well 
as lectures and other comments from the teacher. Some teachers, too, find 
it useful to assign a sighted learner to serve as a reader for visually hand- 
icapped and blind learners. The reader can serve as another source of in- 
formation for individuals having severe visual handicaps. 


Auditorily handicapped and deaf learners. Auditorily handicapped 
youngsters’ most marked difference from so-called normal learners is their 
difficulty in producing speech and in acquiring language skills. Amplifi- 
cation through mechanical hearing aids can provide help for some. In or- 
der for a youngster to derive the maximum benefit from this special 
equipment, it needs to be in good working order. Teachers who have 
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VISUALLY HANDICAPPED STUDENTS 


It is your first year of teaching. Two days before school starts your princi- 
pal calls you into the office. You are told that you will have a student who 
is legally blind in your class. You are told that money will be available to 
buy any special equipment you might need. Also, a specialist on education 
for the severely visually handicapped will be available in the central district 
administrative offices to talk to you should you have some questions, 


Let’s Ponder 
1. What is your first reaction to this news? How do you feel about 
having a learner with a severe visual handicap in your room? 
2. What kinds of special problems will this youngster likely have? 
3. How will you attempt to respond to these problems? 


4. What kinds of special equipment do you think you will tell your 
principal you will need? 


5. When you meet with the specialists on education for the severely 
visually handicapped, what questions will you ask? 


FIGURE 17-2 


learners with hearing aids and other amplification aids need to know 
something about how the equipment works and what can be done when 
a problem develops. 

Because many youngsters who are auditorily handicapped have learned 
to read lips, teachers should make a point to face the class when address- 
ing groups that contain learners with severe hearing problems. There 
should be no exaggeration of speech patterns; lip readers learn to read lips 
when speech is being produced in a normal way. t i 

When giving directions, it makes sense to supplement oral instructions 
with visual representations. For example, assignments can be written on 
the board, or better yet, an overhead projector can be used. Expository 
material presented during a class, can also be supplemented through 
some use of visual cues. For example, some teachers write a brief outline 
of their remarks on a roll of acetate on an overhead projector and refer to 
it as they talk to the class. : . 3 

The following are some tips for teachers working with youngsters with 


severe hearing problems. 
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Classroom Communication 


Arrange the teaching area so that the hearing impaired youngster has a clear view 
of the teacher. 

The teacher should stand so that the light from the window falls on the teacher's 
face, not on the youngster’s face. 

The teacher should be sure that fancy hairstyles and mustaches do not hide the 
face or distract attention from the lips. 

The teacher should signal the beginning of a new train of thought by using a clear 
introduction to each new topic. 

Use of written tests rather than oral ones is recommended. The teacher can give 
multiple-choice and true/false tests by exposing one item at a time on an over- 
head projector. 

Before showing a film, the teacher should provide the hearing-impaired with some 
supplemental written material. 


Language 


The teacher should teach the idiomatic meaning of words so that the learner with 
limited hearing does not take idioms literally. 

Practice in writing reports and telling stories will help learners develop the correct 
use of idiomatic phrases, intonations, and question forms. 

When possible, the teacher should use simple sentences that are easy to under- 
stand. Complex sentence structure may cause problems. 

The teacher should acquaint the hearing-impaired with the use of the dictionary. 

The teacher should include the hearing-impaired in all language activities. 


| 


The teacher should help the hearing-impaired to learn the differences between 
sounds and how to use sounds correctly by pointing out the differences and pro- 
viping examples of correct use. 

The teacher should help the learner hear sounds by speaking clearly in a normal 
tone of voice. 

The teacher should discuss the learner's speech with the speech clinician to find 
out how skills the clinician is working on can be reinforced in class. 

The teacher should try not to interrupt the learner to make corrections but wait 
until he or she has finished speaking before making these corrections. 

The teacher should become familiar with the patterns of speech of hearing-im- 
paired learners by engaging them in conversations. Such conversations make it 
easier for the teacher to understand these learners when they speak up in class. 


Adapted from “Tips for Teachers in Programming for Learners with Problems,” a Texas Learn- 
ing Resource Center publication (Austin: Apr. 1978). Division of Special Education, Texas 
Education Agency. 


Orthopedically handicapped learners. It is difficult to generalize about 
youngsters who are orthopedically handicapped. They may suffer from 
one of a number of conditions that limit their physical abilities, Clearly the 
classroom teacher has an obligation to learn the precise nature of the 
handicap and its implications for the instructional process before many 
specific responses can be formulated. 

A number of pieces of special equipment may be required for class- 
rooms that include some orthopedically handicapped youngsters. Wheel- 
chairs, special typewriters, and standing tables are among the items that 
might be needed. Threats to the effective and safe use of this equipment 
must be taken into consideration. For example, highly polished floors that 
pose no problems for most youngsters can be very dangerous for young- 
sters who must use crutches to move from place to place. Care must be 
taken, too, to ensure that the possibility of tipping a wheelchair is mini- 
mized. Because learners who use equipment designed to enhance the 
„mobility of the orthopedically handicapped generally cannot move as 
quickly as other youngsters, teachers typically make arrangements for 
them to leave classes early so that they may avoid congested halls and 
arrive at their next class on time. 

A variety of aids to learning and retention may be necessary to assist 
the orthopedically handicapped. If there are problems with handwriting, 
typewriters might be provided. The necessity of taking elaborate hand- 
written notes can be avoided if youngsters have access to small hand- 
carried cassette tape recorders, Other aids may be desirable, depending 
on the specific nature of the handicap. 


Emotionally Disturbed or Behaviorally Handicapped Learners 


A learner characterized by an emotional or behavioral handicap displays 
a “marked deviation from age-appropriate behavior expections which in- 
terferes with positive personal and interpersonal development” (Turnbull 
and Schulz, 1979, p. 41). Given this definition, it should be remembered 
that the behavior expectations are keyed to those typical of the approxi- 
mate age-mates of a given learner. Behavior that would be considered in- 
appropriate for a twelve-year-old might be considered nothing out of the 
ordinary for a six-year-old. : 

Emotionally disturbed or behaviorally handicapped youngsters are 
likely to come to a teacher's attention because of either (1) disruptive be- 
havior in class or (2) personality characteristics (for example, extreme 
withdrawal) that mark the youngster as somehow clearly “different” from 
his or her classmates. Teachers find it extremely difficult to work with 
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emotionally disturbed or behaviorally handicapped youngsters, particu- 
larly those who disrupt classroom activities. 

Many teachers report being torn between two conflicting goals when 
working with disruptive youngsters. On the one hand, they sense an ob- 
ligation to meet the special needs of each learner, even the disruptive one. 
On the other hand, they sense an obligation to serve all of the learners 
in their class—something that is difficult to do when they are faced with 
a disruptive youngster. There is a real challenge involved in striking a 
reasoned balance between the needs of the individual and the needs 
of the class. It is the kind of decision almost no teacher looks forward to 
making. 

Because the causes of emotional disturbance and behavior problems are 
so diverse, no list of possible responses for classroom teachers could ever 
be truly comprehensive. Sometimes teachers have been told simply that 
behavior problems would diminish if only they would do a better job of 
motivating youngsters. (For most teachers, such “solutions” are excess 
baggage. They know that motivation is a problem. What they do not know 
is how to achieve that objective, and given the complexity of the problem, 
neither do many of the people giving teachers advice.) Though the enor- 
mity of the problem sometimes does invite a sense of hopelessness, there 
are a few common threads that tend to recur in many emotionally dis- 
turbed or behaviorally maladjusted youngsters. Prominent among, these 
is the idea that part of the difficulty these youngsters have results from 
their inability to function well when exposed to too many stimuli at one 
time. For youngsters for whom this is an adequate explanation of at least 
part of the difficulty, there are some specific things teachers can do. Teach- 
ers can arrange for such youngsters to do seat work in carrels or partially 
enclosed booths where extraneous visual stimuli are kept to a minimum. 
When appropriate (and provided the equipment can be had), extraneous 
sounds can be blocked by the provision of instruction to these youngsters 
via audio tapes to which they listen through headsets. 

In working with many of these youngsters, the teacher will need to seek 
the help of other professionals in the building. Frequently members of the 
counseling staff will be involved. It may be necessary for a team of profes- 
sionals to develop a systematic behavior-modification strategy designed to 
divert behaviors into more productive channels. 

In summary, there are no quick and easy solutions for teachers who ask 
about procedures for working with emotionally disturbed or emotionally 
handicapped learners. These youngsters need to be approached sympa- 
thetically, but beginning teachers, in particular, need not delude them- 
selves that working with them will be easy. They remain a frustrating 
challenge for many many professional educators who bring years of ex- 
perience to their tasks. 


Mentally Retarded Learners 


There are many reasons for mental retardation. Further, there are many 
levels of retardation. In very general terms, youngsters who are mentally 
retarded have been categorized as educable, trainable, and severely or pro- 
foundly retarded. The majority of learners spending a part of the day in reg- 
ular classrooms as a result of Public Law 94-142 are probably in the educable 
category, the group comprising those individuals deviating the least from 
the so-called normal range of mental functioning. 

Educable youngsters are likely to have some language and speech de- 
ficiencies. In working with these individuals, teachers need to keep in 
mind that they may have relatively short attention spans, and therefore 
lessons should be short, direct, and to the point. Some tips for teachers 
working with educable youngsters include the following: 


Working with Educable Learners 


The teacher needs to stress readiness activities by providing concrete examples and 
by dealing with relevant vocabulary before new material is introduced. 

The teacher needs to illustrate with visuals or with actual concrete materials any 
items that are being introduced for the first time. 

The teacher needs to supplement with oral information any material being intro- 
duced via reading. 

The teacher needs to break tasks into small, sequential steps. 

The teacher should consider assigning another learner to work with the educable 


youngster to be sure that tasks are being understood. 
sl 


Adapted from “Tips for Teachers in Programming for Learners with Problems,” a Texas Learn- 
ing Resource Center publication (Austin: Apr. 1978). Division of Special Education, Texas 


Education Agency. 


Recognition that teachers have needed help in adjusting to teaching 
some handicapped youngsters in their classrooms is nothing new. Indeed, 
Public Law 94-142 implicitly acknowledges this situation in its provisions 
for in-service training of teachers. The question is not so much of a non- 
recognition of a very real problem as of a response to this problem. In 
surveying what has been done to prepare teachers to work with handi- 
capped youngsters, Hyer (1979) noted that little attention has been given 
to specific procedures for working with these youngsters in classrooms. 
Rather, most of the effort has been directed toward promoting the accep- 
tance of mainstreaming handicapped youngsters as a good idea. In Hyer’s 
view, most teachers already accept the idea philosophically. Their concern 
stems from a lack of specific direction regarding how such youngsters 


should best be served. : f 
In addition to their unease about having little specific background in 
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working with handicapped children, teachers have many other concerns 
that have stemmed from the passage of Public Law 94-142. For example, 
teachers have always had many youngsters in their classes who found the 
work difficult. Such youngsters have demanded a good deal of personal 
attention. Even given this attention, many have experienced great diffi- 
culty in school. Some teachers feel that the introduction of handicapped 
youngsters has placed a very heavy additional burden on their time. 


WORKING WITH HANDICAPPED YOUNGSTERS 
IN REGULAR CLASSROOMS 


You are a sixth grade teacher at a middle school. You find yourself caught 
in the middle between two different sets of very well organized parents. 
One group of parents has a high interest in developing solid academic skills 
in the areas of mathematics, science, English, and history. They expect 
their youngsters to attend a university with a reputation for academic rigor. 
They want you to spend sufficient time with their youngsters to assure 
that these skills are mastered. A second group of parents has sons and 
daughters who are handicapped and who spend part of each day in your 
classroom as a result of the requirements of Public Law 94-142. They put 
pressure on you to assure that you are spending time with their youngsters. 
They feel the school has shortchanged their children in the past, and they 
will not put up with anything that they see as evidence their children are 
not being given the attention they need to succeed. 


Let’s Ponder 
Read the passage above. Then, respond to the following questions. 


1. Do you see any incompatibility between the positions of the 
two groups of parents? Are members of each group after the 
same thing, or are they after something different? 


2. Can you satisfy both groups, or will you have to make a decision? 


3. Do you think these groups of parents have the same general goals 
for education or different goals? 


4. Will you be able to keep good relationships with both groups of 
parents, or will you have to make a decision to keep one group 
happy and accept unhappiness on the part of the other? 


5. Given this situation, what decision would you make? 
eS 
FIGURE 17-3 


Though they are basically sympathetic to the plight of these youngsters, 
they recognize, too, that attending to their special needs (setting up car- 
rels, turning on special equipment, locking wheels on wheelchairs, and so 
forth) takes time. This time, many feel, is given at the expense of time 
spent with other youngsters in the class. A large number of teachers ex- 
press the concern that many youngsters who have experienced problems 
in school may have even greater difficulties when teachers’ time has to be 
reallocated to serve the special needs of the handicapped youngsters. 

It is possible that this situation will result in an undesirable confronta- 
tion between the parents of handicapped children and the parents of non- 
handicapped children. Because the law so clearly specifies what must be 
done to serve the handicapped youngsters, some teachers feel that the 
parents of other youngsters may see their children as being shortchanged. 
This situation, some believe, has a dangerous potential for alienating 
many parents from the school. 

The timing of the mainstreaming legislation bothers many teachers. 
They sense themselves caught between heated public arguments over ed- 
ucation’s ultimate purposes. On the one had, there are people arguing 
that schools should be more academically rigorous and that teachers 
should be held strictly accountable for learners’ achievement. On the other 
hand, there are individuals arguing that the schools should prepare 
youngsters for the world of work, for life’s mainstream. Public Law 94-142 
and its proponents identify with this latter view. 

Many teachers feel that in the great national debate between the “basic- 
skills” people and the “life’s-mainstream” people, the basic-skills faction 
is in the ascendancy. Large numbers of states have passed competency- 
testing legislation requiring certain minimal levels of academic perfor- 
mance for all high school graduates. Increasingly teachers sense them- 
selves being pressured to produce youngsters who do well on standardized 
tests of achievement. Thus many feel that they have been put in a “no- 
win” situation by Public Law 94-142. They sense that the time required 
just to attend to overseeing the physical requirements of handicapped 
youngsters may take away valuable instructional time. Diminished in- 
structional time may result in poorer learner achievement on standardized 
tests. Though teachers by no means speak with one voice on this issue, 
many feel that by serving the mandates of Public Law 94-142, they may 
be made to look bad because of the potential erosion of youngsters’ scores 
on achievement tests. Certainly this issue is being widely discussed in 
many faculty lounges. 

Additionally, many teachers find that whereas Public Law 94-142 pro- 
vides substantial legal protection for handicapped youngsters and their 
parents, virtually none is provided for teachers. Regarding this situation, 
Anna L. Hyer (1979) has written, “It is possible that teachers may be le- 
gally responsible for implementing programs of instruction which they 
know from the beginning are destined to fail due to lack of adequate re- 
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sources, support staff, and the like” (p. 135). Thus many teachers feel 
themselves not only professionally vulnerable in terms of complaints from 
parents that youngsters are not being adequately prepared, but also po- 
tentially legally vulnerable as well. 

Perhaps impressions that may have been planted by information in the 
preceding few paragraphs ought to be tempered here with the observation 
that most teachers are making sincere attempts to work with handicapped 
youngsters. Indeed, many report that these youngsters fit in well with 
other youngsters. Happily, too, many strategies and techniques that these 
teachers have long been using with their regular youngsters have been 
found to work well with classes including some handicapped learners. As 
one teacher reported to one of the authors, “J was a bit nervous about this 
business at first. But these kids just aren’t that different. Now I look at 
them just as some of the kids who come to school.” 

School districts have been moving ahead with plans to provide in- 
service training to help their teachers become more familiar with ways of 
working with classes including handicapped learners. Hyer (1979) sug- 
gested that such programs might well provide such help as the following: 


1. Basic information about what mainstreaming is should be included, 
especially information to teachers that all handicapped children are 
not going to be returned to regular classrooms from their special- 
education classrooms. 

2. Specific role information about the duties not only of teachers but 
of administrators and support personnel needs to be included. It is 
especially important that lines of authority are clearly understood 
by all. 

3. Collective planning strategies should be introduced. Mainstreaming 
requires a good deal of joint decision-making, and the dimensions 
of this practice need to be made clear. 

4. Diagnostic techniques and behavior management techniques re- 
quire emphasis. Many teachers have had little formal training in 
this area. Specific diagnostic techniques should be introduced, not 
simply the notion that diagnosis is a good idea. 

5. Individualized instructional techniques require emphasis. As in the 
case of diagnosis, what is required are specific practical examples, 
not an intellectual case for individualization as a good idea. 

6. Methods of preparing regular learners for the introduction of hand- 
icapped youngsters into the classroom are needed. Without such 
preparation, some children may make very insensitive comments to 
handicapped youngsters. Further, they may resent the extra atten- 
tion that handicapped learners get from teachers. Jealousy may re- 
sult if some special audiovisual media equipment is provided for 
the exclusive use of handicapped youngsters. 


7. Methods should be included for preparing handicapped learners for 
introduction into the regular classroom. Handicapped learners who 
have always worked in classrooms with small numbers of young- 
sters with special-education teachers may be intimidated by a large 
and, in their eyes, crowded regular classroom. Some handicapped 
youngsters, particularly the mentally retarded, may suffer motiva- 
tional problems because of a feeling that they cannot compete suc- 
cessfully in classrooms with nonhandicapped learners. 

8. Methods of evaluating handicapped learners ought to be provided. 
This frequently presents a problem for teachers because many 
handicapped youngsters cannot do the traditional paper-and-pencil 
tests. Additionally, attention must be given to breaking up content 
into short units and to establishing short-term rather than long-term 
learning goals. 

9. Parent liaison techniques are important for teachers to know. Be- 
cause of the direct involvement of parents in the instructional plan- 
ning process that is mandated by Public Law 94-142, it is essential 
that teachers be familiar with procedures that can facilitate com- 
munication with the parents. It is especially desirable that teachers 
learn techniques that can be used to reduce both their own anxiety 
and those of the parents. 


Certainly not all teachers are going to need instruction in all of these 
areas, but surveys do suggest that many of these topics are relevant to the 
concerns of many of them. Certainly the idea that some sort of systematic 
help for classroom teachers is needed is endorsed almost universally. 

In summary, classroom teachers have many concerns about working 
with the handicapped learners who are now in their classes as a result of 
the passage of Public Law 94-142. Basically these concerns flow from a 
lack of formal preparation for working with these individuals. With few 
exceptions, teachers support the idea of mainstreaming but feel uneasy 
about their ability to do well by the handicapped youngsters in their 
classes. Today intensive in-service training programs are under way to re- 
spond to some of these concerns. It is hoped that in time, these programs 
and college and university programs for new teachers will provide teach- 
ers with the kind of knowledge base they need to work productively and 
comfortably with handicapped youngsters in their classrooms. 


The enactment of Public Law 94-142 has provided a number of new 
challenges for school district administrative officials. Generally speaking, 
administrative leaders have applauded the intent of the new law, but large 
numbers report frustrations in dealing with some of the implications flow- 
ing from the language of the legislation. 


School District 
Administrations and 
Public Law 94-142 
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For example, there is a requirement to provide in-service experience for 
teachers to help them work more effectively with handicapped youngsters 
who are being mainstreamed into their regular classrooms. It has been 
very difficult for administrative people to find models of exemplary pro- 
cedures to show to their teachers (not surprising, given that Public Law 
94-142 represents a sharp break away from former assumptions about how 
handicapped youngsters should be taught). Further, very few individuals 
are available who have had long personal experience of working with 
handicapped learners in regular classrooms and who can talk to teachers 
as credible peers. 

Some administrators report that the passage of Public Law 94-142 has 
strained relationships between teachers and district administrative offi- 
cials. Frustrated by a feeling of being unprepared to work with handi- 
capped youngsters and somewhat shaky on the source of the mainstreaming 


——— 


PREPARING LEARNERS IN REGULAR CLASSROOMS 
FOR HANDICAPPED LEARNERS 


You are a 7th grade teacher in a junior high school, Your principal has 
told you that, starting about the third week of school, you will have two 
physically handicapped boys in your 2nd period class. One is confined to 
a wheel chair. The other walks with crutches and braces, 


Let’s Ponder 


Read the paragraph above. Then, think about what you would do to pre- 
pare youngsters in your class to accept these handicapped learners. Res- 
pond to the following questions, 


1. What potential problems would you foresee? 
2. How would you respond to each of these problems? 


3. Specifically, what would you do to “ease the entry” of these 
youngsters On the first day of class? 


4. Specifically what strategy would you suggest for getting the rest 
of the class to accept these learners as just other members of the 
class? 


5. Do you think there are likely to be more difficulties in getting 
learners of this age to accept handicapped youngsters that would 
be true for learners of other ages? Why, or why not? 


sene a 


FIGURE 17-4 


requirement, in some districts teachers have lashed out at administrators 
for giving them responsibilities that they are not trained to handle. Ad- 
ministrative officials have had to work hard to explain that the specific 
conditions of teaching handicapped youngsters in the “least restrictive en- 
vironment” were provided by federal legislation, not through state or dis- 
trict action. 

While trying to appease frustrated teachers who have felt that main- 
streaming was being introduced too precipitously, administrators have 
also had to deal with groups of parents of handicapped youngsters, very 
well organized in some communities, who have felt that the districts have 
been dragging their feet in their compliance with Public Law 94-142. Many 
parents’ groups are very well informed on their legal rights under the law, 
and they have not been reluctant to sue school districts when they sensed 
that their youngsters were not getting their due as mandated by the law. 

In addition to the squeeze between teachers’ concerns and parents’ con- 
cerns, district administrators in many places have found themselves in an 
insecure position in terms of the costs of the procedures mandated by 
Public Law 94-142. Although extra money is provided from federal 
sources to defray the expenses of providing educational services for hand- 
icapped youngsters under the new requirements of the law, it is unclear 
whether these monies will be sufficient to cover the added costs. The law 
is not very explicit in stating at what point the districts’ responsibilities 
end in providing for the education of handicapped learners. Given this 
ambiguity, some groups have been pushing for an expansion of the dis- 
tricts’ responsibilities, even to the point of having the districts pay for full- 
time custodial care of all handicapped youngsters in the district as well as 
for educational experiences for the handicapped. One district outside of 
a major metropolitan area reportedly expended $145,000 in a recent year 
just on services to benefit six profoundly handicapped youngsters. It is 
hoped that federal money will defray such costs, but the issue has yet to 
be decided. In the interim, financial concerns related to the various pro- 
grams to serve the handicapped remain very real for school-district ad- 
ministrative personnel. 

Finally, debates over Public Law 94-142 have taken a certain psycholog- 
ical toll on administrators. Debates among factions involved with the 
mainstreaming issue have been heated and divisive. Emotions have run 
high, and rational analyses have often given way to simplistic categoriza- 
tion of people as either “good” or “bad,” depending on their particular 
perspectives regarding Public Law 94-142. For example, critics of the law 
have been styled by some supporters of the law as being “against handi- 
capped children.” Supporters of the law, likewise, have been categorized 
by critics as “bankrupters of public education.” Administrators, in many 
instances, have fought in vain to establish the point that the issue is not 
whether to support the education of handicapped youngsters, an issue 
that all thinking people are for, but a question of means. The question 
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should be, so say the administrators, “Is Public Law 94-142 the best way 
to achieve the education of the handicapped?” But in many places the dis- 
cussion has moved well away from this basic issue and has degenerated 
into group-against-group invective. Administrators, who must work in an 
atmosphere of mutual toleration among the factions in their communities, 
are concerned about the divisiveness of many of the debates. This divi- 
siveness does not yet appear to have run its course. It is an issue that 
seems certain to concern administrative staffs for some time to come. 


1 Passed in 1975, Public Law 94-142, the Education for All Handicapped 
Act, has changed basic assumptions regarding the education of handi- 
capped youngsters. Formerly it was assumed that handicapped youngsters 
should be taught primarily in special classrooms by specially trained teach- 
ers. Today it is assumed that as much education of handicapped children 
as possible should take place in a regular classroom alongside nonhandi- 
capped learners. 

2 A majority of teachers in regular classrooms received little or no training 
during their undergraduate teacher-preparation programs with regard to 
working with handicapped children in regular classrooms. Consequently 
large numbers of them have felt very uneasy about their ability to work with 
these youngsters. 

3 Few models have been available regarding specific procedures for working 
with handicapped youngsters in regular classrooms, primarily because, tra- 
ditionally, it was assumed that such learners would be educated exclusively 
in special classrooms. Because models of successful programs are few, dis- 
tricts have experienced difficulty in providing examples of procedures that 
have proved successful to their teachers at in-service training programs fo- 
cusing on mainstreaming procedures and techniques. 

4 An assumption behind the passage of Public Law 94-142 is that traditionally 
handicapped youngsters have not been well served by the American edu- 
cational system. Large numbers were provided no services at all. Others 
developed unnecessary feelings of personal inadequacy because of a stigma 
attached to youngsters enrolled in “special classrooms.” 

5 Public Law 94-142 mandates an individualized instructional program for 
each handicapped learner. Parents, the learner, the teacher, and other dis- 
trict officials are charged with developing and approving such individual- 
ized educational plans. The law gives parents a participatory role in the 
development of educational plans for their youngsters. 

6 Public Law 94-142 calls for handicapped youngsters to be educated in the 
“least restrictive environment.” This means that to the extent possible, 
handicapped youngsters should be in regular classes with regular learners. 
This does not mean that special classes will disappear. For some handicap- 
ping conditions, special classes will be the “least restrictive environment.” 


7 There are large numbers of handicapping conditions. In a very general 
sense, these can be divided into the broad categories of physical handicaps, 
emotional or behavioral handicaps, and mental handicaps (retardation). 
Teachers must make special arrangements to deal with problems unique to 
the handicapping condition(s) of each handicapped learner. 
Implementation of Public Law 94-142 has caused problems for many 
school-district administrative officials. They, as a group, tend to support the 
objective of improving education for the handicapped, but specific provi- 
sions of Public Law 94-142 have caused headaches. Among these have 
been concerns of teachers that they are unprepared to work with handi- 
capped youngsters, concerns of parents of handicapped youngsters that dis- 
tricts are doing too little to help their children, and concerns about the 
ultimate costs of educating handicapped learners. 


o 


Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


1. Today there is a trend, to the extent possible, to instruct 
handicapped youngsters in classrooms alongside non- 
handicapped youngsters. 

2. Most teachers serving in public schools had little or no 
training during their undergraduate teacher-preparation 
programs that focused on working with handicapped 
youngsters. 

3. According to federal laws in existence today, school districts 
are required to provide handicapped youngsters with a spe- 
cially designed education at no cost to the parents. 

4. Teachers’ fear is one of the most significant problems asso- 
ciated with including handicapped youngsters in regular 
classrooms. 

5. The “least restrictive environment” provision of Public Law 
94-142 means that larger numbers of handicapped children 
will be spending more of their time outside regular class- 
rooms in special-education facilities designed to meet the 
unique needs of the handicapped. 

6. Many school districts are worried about the financial impli- 
cations of Public Law 94-142. 

7. As a result of Public Law 94-142, handicapped children are 
less likely than formerly to have educational programs tai- 
lored specifically to their own needs. 

8. There is a good deal of uncertainty among educators about 
what the various provisions of Public Law 94-142 will mean 


in practice. 
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9. Massive in-service efforts have been mounted in many 
parts of the country to help teachers understand how to re- 
spond to the requirements of Public Law 94-142. 

10. Teachers are nearly universally agreed that their work load 
has not been and will not be increased as a consequence of 
the provisions of Public Law 94-142. 


The passage of Public Law 94-142 in 1975 signaled a change in the basic 
assumption of what kind of education best meets the needs of handi- 
capped learners. Practices in the schools prior to the enactment of this law 
were premised on an assumption that the handicapped were best served 
in special-education classrooms where they spent the day under the tu- 
telage of specially trained teachers. Public Law 94-142 and its requirement 
for educating handicapped children in the “least restrictive environment” 
suggest a new assumption, that the handicapped, when possible, should 
be educated alongside so-called normal youngsters in regular classrooms. 

The passage of the law, in part, resulted from concerns that traditionally 
many handicapped youngsters had not been well served. Of those who 
were in school, many, it was feared, had developed unnecessarily nega- 
tive conceptions of their own self-worth and importance as a result of 
being isolated in special-education classrooms. The remedy, as reflected in 
Public Law 94-142, is a requirement that to the extent possible, handi- 
capped learners should become members of regular school classrooms. 

Public Law 94-142 and its accompanying introduction of handicapped 
learners into regular classrooms have prompted concerns among many 
teachers. Few teachers in regular classrooms received any training during 
their undergraduate years for working with handicapped learners. Many 
have been concerned that they now are being asked to do something for 
which they lack adequate preparation. Too, sensing the pressure to dem- 
onstrate the improvement of achievement levels of all youngsters, some 
teachers have wondered whether others in the class may suffer academi- 
cally because of the increased time that must be spent working with hand- 
icapped learners. These issues continue to be much discussed in faculty 
lounges across the nation. 

Administrators, too, have faced problems in the wake of Public Law 94- 
142’s passage. In a general sense, they fear a serious erosion of the spirit 
of community in their districts as a consequence of the often-heated de- 
bates that have sprung up between the proponents and the opponents of 
Public Law 94-142. More specifically, they have sensed themselves caught 
amid pressures coming from unhappy teachers, from unhappy parents of 
handicapped youngsters, and from still others who wonder what the costs 
of the new programs are going to be. These issues seem certain to be a 
primary concern of administrators for some years to come. 
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on GYE ME YOURSELF IF QOU DONT 
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The chapter provides information to help the reader to 


Describe the historical development of learners’ rights. 


2 Define in loco parentis and suggest how the concept has been applied to 


educational settings. 


3 Point out how court decisions have had an impact on rights of learners to 


a free and appropriate education. 


4 Identify the factors that seem to play an important role in court decisions in 


corporal punishment cases. 

Define expulsion and describe the required steps that must precede it. 

Differentiate between the substantive principles and the procedural steps 

associated with due process. 

7 Describe the implications of a number of court decisions for patterns of 
teachers’ interaction with learners. 


8 Point out present and probable future areas of litigation in the area of cur- 


riculum and instruction. > 


Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


1. Schools may pass whatever rules they deem necessary re- 
garding learners’ behavior without having to worry about 
the rights guaranteed to adults by the U.S. Constitution. 

2. Today most court cases involving learners’ rights tend to 
strengthen the in loco parentis principle. 

3. Schools cannot deny a child an education because of behav- 
ioral problems, learning problems, or handicapping 
conditions. 

4. Corporal punishment cannot be administered unless the 
permission of the parents is obtained. 

5. Learners, because of their rights to due process, have a 
right to legal counsel in many hearings related to an alleged 
violation of school rules. 

6. A girl may be suspended or expelled from school because 
she is pregnant. 

7. In many cases, school officials have the right to search 
learners’ lockers without permission. 

8. At one time, many people regarded attendance at a public 
school as a privilege. Today there is a tendency to view a 
public education as a right. 


9. Under the Family Educational Rights and Privacy Act, par- 
ents have a right to review the school’s records of their 
children. 

10. School administrators enjoy an absolute right to control the 
contents of school newspapers and other school publications. 


In times past, school principals and teachers exercised an authority over 
youngsters in their buildings that was challenged only rarely. They made 
the rules; the youngsters were expected to obey them. Those few young 
people who failed to conform could be dismissed summarily. In such 
cases, expelled pupils or students had no legal recourse. Unlike adults, 
who enjoyed certain constitutional rights, youngsters in the school (or par- 
ents acting in behalf of their children) could not demand a hearing or a 
review of an administrative decision by a school official. 

This situation began changing rapidly during the 1960s, and these 
changes accelerated during the 1970s. As a consequence, by the early 
1980s, youngsters in schools had come to enjoy many of the rights guar- 
anteed to all adult citizens by the U.S. Constitution. This dramatic change 
in society’s perception of the legal status of the child in the school came 
about as a result of a number of events that led Americans to question 
many traditional practices during this period. Some of these changes came 
about as a result of court decisions. Others resulted from the passage of 
new laws. Still others developed more informally as administrators and 
teachers, on their own initiative, began modifying some traditional pat- 
terns of dealing with youngsters who, for some reason or another, “did 
not fit” the expected pattern. If the reader is to understand the state of 
learners’ rights and responsibilities today, a brief review of some historical 
trends should prove instructive. 


The traditional legal doctrine governing the relationship of the school to 
the child was known as in loco parentis. According to this position, the 
school acted “in place of the parent.” This meant that the school and its 
designated authorities (administrators and teachers) were free to treat chil- 
dren much as they could be treated by their parents. Common-law prec- 
edents relating to the parent-child relationship were extended to the 
school. For example, a child cannot take his or her parent to court and 
demand a hearing on the grounds of a disagreement over some parental 
directive. The parent is legally defined as having a custodial relationship 
to the child. Under in loco parentis, this same custodial responsibility was 
vested in the school. Given this legal doctrine, school officials did not have 
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to justify actions taken against youngsters who were judged to have bro- 
ken school rules and regulations. As the child could not sue the parent, 
so, too, under in loco parentis, the child (or those representing the child) 
could not sue the school. 

The in loco parentis doctrine began crumbling in the early 1960s. A num- 
ber of human and civil rights issues captured the public mind during this 
period. Efforts to extend full constitutional privileges to all racial groups 
prompted people to become increasingly interested in whether constitu- 
tional guarantees applied to everybody or only to “some everybodies.” 
University groups, in particular, were quick to speak out against institu- 
tional practices that seemed to deny students the same constitutional pro- 
tection they would enjoy were they not enrolled in institutions of higher 
learning. Finally, the increasing public suspicion that the government was 
not being responsive to the general will on the Vietnam war issue led to 
close scrutiny of all traditional sources of authority. In this context, it was 
only a matter of time before questions began to be raised regarding the in 
loco parentis relationship between school officials and youngsters in the 
schools. 

The issue came to center on the question of the appropriateness of in 
loco parentis as a regulator of school-learner relationships in the latter part 
of the twentieth century. Some people said that changes in how society 
views children since the original formulation of in loco parentis had ren- 
dered the doctrine a very poor reflection of public attitudes and desires by 
the 1960s. A review of the historical roots of in loco parentis does reveal a 
dramatically different way of viewing young people than that prevailing 
today. 

In assessing this change in perception, we must recall that the notion 
of children’s being separate and distinct from adults is of relatively recent 
origin. In the past, children were often viewed only as miniature adults. 
Certainly there was little conception of a long period when a person was 
something other than either an infant or a contributing member of the 
adult community. In times when all members of the family had to do 
some work to keep the economy of the family going, full adult rights were 
extended to children at a very young age. 

As the years went by and Western societies changed in such a way that 
there was more lag time between infancy and a person’s entry into the 
work force, the concept of childhood gradually emerged. With increases in 
technology, the span of years between an individual's birth and the time 
when he or she would assume the work burdens of an adult grew in 
length. 

In a sense, the schools might be thought of as developing as “holding 
institutions” for young people who had no clearly necessary economic 
function to perform until they reached a certain age. These nonworking 
children could not be kept at home. To keep them there would be to in- 


terfere with the work efficiency of the adult members of the family. These 
youngsters could not go to work. There was no economically efficient re- 
turn from the labor of unskilled, easily tiring hands in a time that was 
beginning to reward specialization and technical prowess. The solution, 
then, was to send the child to school. 

But this school was very different from our public schools today. 
Schools were small. They were clearly creatures of the local community. 
The hiring and firing of the teachers by local community leaders assured 
the congruence of instructional practices with local interests and values. 
Given the kind of individual likely to be hired as a teacher, parents were 
not at all reluctant to regard the school as a surrogate parent for their chil- 
dren. If the economics had been right, the parents would have enjoyed 
having their children at home as contributing workmates. But since the 
economics were not right, parents were willing to turn their youngsters 
over to the school and the schoolteacher, an institution and an individual 
they expected to stand in loco parentis. 

Given a perception of the school as a holding institution where young- 
sters could be sent until such time as they were physically mature enough 
to do some “real” work, public expectations of what the schools could do 
for youngsters were not high. Consequently teachers and administrators 
were more likely to be prized for their close reflection of community mores 
than for any substantial contributions they might make to youngsters’ 
learning. Assuming youngsters had mastered a few basic survival skills, 
many people were not terribly concerned when youngsters dropped out 
of school. If long years of schooling were not expected to provide much 
of substance to those who attended, then those who dropped out were 
not viewed as having lost much of significance. 

Given this view, no great efforts were expended to make special pro- 
visions to keep youngsters who were behavior problems in schools. 
Schooling was regarded as a “privilege” to be enjoyed by those who could 
live by the rules. It was not a “right” that society felt was owed to all 
young people. As schooling was not conceived of as a right, youngsters 
in schools were not perceived as having any legal recourse when they 
were removed from school for a violation of rules. Schools were thought 
of as substitute parents. A misbehaving learner could be “punished” by 
the school by being expelled with no more legal recourse than any child 
might have when punished by his or her parents for some minor infrac- 
tion of household rules. The doctrine of in loco parentis gave youngsters no 
remedy to challenge decisions made by school officials. 

The conception of schooling as a “privilege” rather than as a “right” 
that had tended to support the doctrine of in loco parentis began to unravel 
beginning in the late 1950s and early 1960s. Critics of the “schooling-as- 
privilege” position noted that literacy had become necessary for survival 
for nearly everyone in the society. Given the need for an educated pop- 
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ulation, it was illogical to argue that public schooling, the best available 
mechanism for promoting literacy, should be viewed as something other 
than a “right” to which all youngsters were entitled. 

Given an increasing conviction that schooling was indeed a right, an 
ever-larger number of challenges to the in loco parentis doctrine began ap- 
pearing on court dockets. In Dixon v. Alabama State Board of Education (294 
F.2d 150 [1961]), the court ruled that a tax-supported public education had 
become so fundamental that it should be regarded as a “substantial right.” 
This important shift in the legal view of education as a right rather than 
a privilege carried important constitutional implications with it. The U.S. 
Constitution protects certain rights of citizens. Among these protections is 
a requirement that “due process of law” be observed in a situation that 
could result in the loss of a right. Due process includes such things as the 
right to know any charges, to be represented by counsel, to know the 
identity of any accusers, and other protections designed to assure the fair 
adjudication of any dispute that could result in a citizen’s losing a right to 
which he or she may be constitutionally entitled. Beginning with the 
Dixon case, there has been a continuing trend to extend due-process rights 
to learners in the school. 

In addition to due-process guarantees, a number of other court deci- 
sions have had the effect of extending to school youngsters privileges 
granted to citizens under the Bill of Rights. An important landmark deci- 
sion of this kind was the famous Tinker v. Des Moines Independent Com- 
munity School District (343 U.S. 503 [1969]). In the Tinker case, the Supreme 
Court struck down a school district rule banning the wearing of armbands 
as a gesture of protest against the Vietnam war. Holding the rule to be an 
illegal restraint of freedom of speech, the court pointed out that constitu- 
tional guarantees do extend to learners in the school. 

The decision in the Tinker case resulted in a great deal of debate among 
educators. Many identified closely with the minority opinion by Mr. Jus- 
tice Black, who wrote, “One does not need to be a prophet or the son of 
a prophet to know that after the Court’s holding today some students 
. - . in all schools will be ready, able, and willing to defy their teachers on 
practically all orders.” Many teachers were greatly confused regarding ex- 
actly what authority did remain to them in the area of controlling learners. 
Not a few regarded the Tinker decision as an interference in the school 
management process that could have serious implications for the smooth 
functioning of the educational program. 

But others drew somewhat different conclusions from their review of 
the Tinker case. In their view, the Supreme Court had done little to un- 
dermine the real authority of school officials. Rather, the court might be 
seen as confining its concern to the processes followed by school officials 
as they exercise their authority. In the view of educators taking a more 
positive view of the Tinker decision and other decisions having the effect 
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At times throughout our history, schooling has been regarded as a privilege. 
Since a privilege is something that does not come to a person as a right but 
rather is something that is granted providing certain conditions are met, 
youngsters who were expelled from school when most viewed schooling as 
a privilege had little legal recourse. 


Recently, there has been a tendency for the courts to define schooling as a 
right. Rights entitle the holder to certain legal protections. With regard to 
schooling, there has been a tendency to extend to youngsters the same con- 
| stitutional protections enjoyed by all adults. This has meant that a decision 
| to expel a youngster, for example, must be done in such a way that the 
youngster’s due process guarantees are observed, 


Let’s Ponder 
Read the above paragraphs. Then, respond to the following questions: 


1. Should schooling be regarded as a privilege or a right? Why? 


What problems do you see for teachers if schooling is regarded 
as a right? 
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3. What problems do you see for teachers or for parents if school- 
ing is regarded as a privilege? 


4. Do you think there should be some “outer limit” of educators’ 
authority over youngsters in the school? If so, what should that 
“outer limit” be? 


5. Twenty-five years from now, would you expect there to be more 
public sentiment for viewing schooling as a privilege or as a 
right? Why do you think so? 
mal 
FIGURE 18-1 


of extending many rights enjoyed by adults to youngsters in the schools, 
these court decisions provided an opportunity for educators to develop 
sets of procedures that would build public confidence in the schools. Not 
only would these procedures be constitutional, they would also blunt crit- 
icism by parents and youngsters who believed that many actions of school 
authorities were taken capriciously out of a belief that they could not be 
held accountable for their actions. When constitutional accountability is 
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assured, supporters of recent court actions assert, then it is likely that 
more people will see schools and school officials in a positive light. 

Arguments between critics and supporters of court decisions having an 
impact on education seem certain to be with us for some time to come. 
Because these decisions do have important implications for teachers, in- 
dividuals preparing to teach need to have some background regarding 
specific areas in which these decisions have influenced public education. 
A number of these areas are highlighted in the sections that follow. 


Classroom discipline or control issues have long been a consuming in- 
terest of both professional educators and parents. Discussion has centered 
on the great difficulty in achieving a reasoned balance between two key 
needs, On the one hand, there is a need to maintain sufficient classroom 
decorum so that learning may go forward. On the other hand, care must 
be taken to ensure that disciplinary actions taken against a single individ- 
ual will not cause him or her harm and will not violate his or her basic 
tights. Issues related to corporal punishment, suspension, and expulsion 
have been central to the question of discipline in the schools. 


Corporal Punishment 


Only a few states have specific prohibitions of the corporal punishment 
of youngsters in the school, but many school districts have eliminated the 
practice in their own school systems. There has been some attempt to get 
the issue resolved by the courts. To this point, the Supreme Court has 
held, in general, that corporal punishment, in and of itself, does not vio- 
late the provisions of the U.S. Constitution. In Baker v. Owens (423 U.S. 
907 [1975]), the court ruled that educators did have the right to administer 
corporal punishment over the objections of parents so long as some due- 
Process requirements were met. In Ingraham v. Wright (430 U.S. 651 
[1977]), the court ruled that corporal punishment in the schools does not 
constitute “cruel and unusual punishment.” 

Drawing implications from the great variety of cases and decisions that 
have dealt with corporal punishment is a somewhat hazardous undertak- 
ing, but a review of these decisions suggests that the courts seem to weigh 
heavily about eight factors in determining whether, in a given instance, a 
decision to impose corporal punishment was proper. These factors include: 


1. The gravity of the offense. 
2. The frequency of the offense. 
3. The age of the learner. 
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SHOULD YOUNGSTERS BE CLASSIFIED ACCORDING TO 
INDIVIDUAL DIFFERENCES? 


In recent years, pressures have mounted to force schools to abandon at- 
tempts to attach labels to individual youngsters. Critics of labeling practi- 
ces point out, for example, that some youngsters have been incorrectly 
diagnosed as mentally retarded early in their school careers. This mislabel- 
ing resulted in their receiving an education totally inappropriate to their 
real needs and abilities. 


Supporters of labeling or classification of youngsters point out that young- 
sters individual needs cannot be met unless there is some way of identify- 
ing what those needs are. Individual assessment and assignment of young- 
sters to certain categories is necessary if teachers are to have any way of 
knowing how a given youngster or group of youngsters should be ap- 
proached. Further, yipporters of labeling point out that many federal 
funds are made available to schools only when youngsters have been sorted 
into categories according to such criteria as race, intellectual ability, econo- 
mic status, and so forth. 


Today, a number of court suits are in process that center around the gener- 
al issue of labeling or categorizing youngsters. At this point, no clear trend 
of judicial opinion is available. Clearly, this issue is one that will be with 
educators for some time to come. 


Let’s Ponder 
Read the paragraphs above and respond to the following questions: 


1. What specific advantages do you personally see for labeling 
youngsters? 

2. What specific disadvantages do you personally see for labeling 
youngsters? 

3. How do you think most teachers feel about labeling or categor- 
izing youngsters? What is the basis for your opinion? 

4. Ifyou had a crystal ball and could foresee what educational prac- 
tices would be in vogue 25 years from now, would you expect 
to see more or fewer instances of categorizing or labeling young- 
sters than we have now? Why? 
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4. The sex of the learner. 

5. The size of the learner. 

6. The size of the disciplinarian. 

7. The implement used in administering punishment. 
8. The attitude and disposition of the disciplinarian. 


Districts that do permit the use of corporal punishment usually have a 
clear set of guidelines that must be followed. Frequently there is a require- 
ment that a witness be present. The instrument to be used (if anything 
other than a hand is allowed) and the number of blows that may be ad- 
ministered may be specified. Frequently there is a requirement that blows 
must be directed only at the buttocks and must not be of a severity suffi- 
cient to cause a bruise, leave a mark, and/or result in a temporary or per- 
manent physical injury. 

Court cases focusing on disciplinary actions continue to proliferate, so 
that teachers need to be certain of their authority in terms of state law and 
the disciplinary policies of their school district and their school before ad- 
ministering corporal punishment. Corporal punishment administered in 
the heat of the moment could jeopardize a career. 


Suspension and Expulsion 


Traditionally schools dealt with especially difficult youngsters by sus- 
pending them or expelling them from school. Given the recent tendencies 
to define schooling as a right, public school authorities today must follow 
carefully established procedures before a youngster is either suspended or 
expelled. To do otherwise may well result’in a court case brought on the 
grounds that the youngsters’ due-process rights were violated. 

Suspension is a short-term separation from the school environment. 
There are three general categories of suspension. Procedures that must be 
followed to assure due-process rights vary according to whether a case of 
short-term suspension, long-term suspension, or indefinite suspension is 
involved. 


Short-term suspension. Due-process provisions for a short-term sus- 
pension generally require that the learner be given either oral or written 
notice of the impending suspension. Further, he or she is entitled to an 
explanation of the relevant evidence and an opportunity to present his or 
her side of the story at an informal hearing. Generally legal counsel is not 
required to be present at the hearing. Typically the hearing procedure can 
be accomplished fairly quickly and where merited, the suspension can be- 
gin without much delay. 


Long-term suspension. Typically, long-term suspension has a duration 
of more than ten days. A specific day for the youngster’s return to school 
is indicated. A youngster facing a potential long-term suspension usually 
has his rights protected by somewhat more elaborate due-process provi- 
sions than when short-term suspension is being contemplated. For ex- 
ample, the violation must involve a written rule or regulation, witnesses 
must be identified, a public hearing may be held at the request of the 
youngster or his or her representatives, substantial evidence must support 
the charges, and legal counsel may be brought in to represent the young- 
ster’s interests if he or she so desires. As there is a much greater possibility 
of a legal challenge to the school’s authority by the parents or other rep- 
resentatives of a youngster given a long-term suspension, school districts 
tend to be very careful to preserve due-process rights in these situations. 


Indefinite suspension. When a youngster is given an indefinite sus- 
pension, he or she is required to stay away from school with no promise 
of a potential future return date. Ordinarily, indefinite suspension is used 
in situations where the presence of the youngster at school may endanger 
his or her welfare or that of others in the school. Indefinite suspension is 
often a short-term emergency measure taken to defuse a potentially dan- 
gerous situation. It is usually followed by either a short-term or a long- 
term suspension once there has been time to set up the process that as- 
sures protection of the youngster’s due-process rights. 


Expulsion. Expulsion is more serious than any kind of suspension. It 
involves the removal of a youngster from school under conditions in 
which no opportunity for return is held out. Very stringent due-process 
protections must be afforded to any individual facing expulsion. Given 
that schooling has come to be defined as a basic right, youngsters facing 
expulsion essentially enjoy all the constitutional protections afforded any 
adult citizen. Expulsion is such a serious matter that only rarely can the 
final decision be made by a teacher or a principal. Ordinarily, once all due- 
process safeguards have been observed and overwhelming evidence 
seems to support the action, a final decision is made by the school board. 


Several references have been made during the discussion in this chapter 
to “due process.” Although most people have a general feeling that due 
process is designed to assure some kind of fair treatment in an adversary 
situation, the specific implications of due process are less well known. 

In general, due process involves two basic components. The first, the 
substantive component, is the basic set of principles on which due process 
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is based. The second, or procedural, consists of the procedures that must 
be followed to assure that due-process rights have not been violated. 


The Substantive Component 


With the great emphasis placed on preserving the due-process rights of 
youngsters when they have been charged with important breaches of 
school rules and regulations, it is essential for teachers to be familiar with 
the fundamental principles associated with due process. The substantive 
component of due process can be thought of as including the following 
principles: 


. Individuals are not to be disciplined on the basis of unwritten rules. 

. Rules are not to be unduly vague. 

. Individuals are entitled to a hearing before an impartial tribunal. 

. The identity of witnesses is to be revealed. 

. Decisions are to be supported by substantial evidence. 

. The hearing can be public or private, depending on the wishes of 
the accused. 
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In times past, educators tended to overlook a number of these princi- 
ples. For example, some administrators failed to specify rules out of a fear 
that a set of written regulations would undermine their flexibility in re- 
sponding to problem situations. Further, many rules and regulations that 
were written were couched in such vague terms that an individual could 
not in every case judge whether he or she was in compliance. 

In the days when the courts were not insisting on due process guar- 
antees for school children, there was a general reluctance to release the 
names of the witnesses to the individual accused of being in violation of 
school rules or regulations. There was a fear that such a release might lead 
to the intimidation of witnesses and might prevent people from coming 
forward with information in future cases. 

There is little doubt that the growing insistence that schools protect 
youngsters’ due-process rights has increased the work of school adminis- 
trators and has reduced their flexibility to a degree. On the other hand, 
given the amount of documentation that now must support charges, prob- 
ably there has been a healthy reduction in the number of miscarriages of 
justice in cases involving school youngsters and school authorities. 


The Procedural Component 


The procedural component of due process attends to the procedures 
that are to be followed to ensure that principles of due process will be 


observed. In general, the procedural component of due process includes 
the following set of actions: 


1. Rules governing learners’ behavior are to be distributed in writing 
to learners and their parents at the beginning of the school year. 

2. Whenever a learner has been accused of breaking rules that might 
result in a due-process procedure, the charges must be provided in 
writing to the learner and to his or her parents. 

3. Written notice of the hearing must be given with sufficient time pro- 
vided for the learner and his or her representatives to prepare a de- 
fense. Usually the hearing must be held within two weeks. 

4. A fair hearing must be held that includes the following: 

a. Right of the accused to be represented by legal counsel. 

b. Right to present a defense and to introduce evidence. 

c. Right to face accusers. 

d. Right to cross-examine witnesses. 

(Usually, it is recommended that adults who are unfamiliar with the 
situation sit as members of the hearing board. In addition, a tran- 
script of the hearing is to be prepared.) 

5. The decision of the hearing board is to be based on the evidence 
presented and is to be rendered within a reasonable period of time. 

6. The accused is to be informed of his or her right to appeal the 
decision. 


These procedures require a heavy investment of time by school admin- 
istrators and teachers. Their very complexity probably has done a good 
deal to ensure that fewer capricious charges will be made against young- 
sters in the schools than were made in the days before due-process pro- 
cedures had to be followed. Given the necessity to show evidence, 
provide witnesses, and be cross-examined by a youngster’s attorney, it is 
clear that those cases that do go forward involve situtations that are seri- 
ous and well documented. 


In addition to the interest in ensuring due process for youngsters 
charged with violations of school rules and regulations, there has been an 
additional effort in recent years to determine the legitimacy of specific 
school rules and regulations. Rules relating to pregnant youngsters have 
come under a great deal of scrutiny. 

Until relatively recent times, schools routinely excluded pregnant 
youngsters, whether married or unmarried. One rationale for these poli- 
cies was that teenage marriage ought to be discouraged and that the pres- 
ence in school of pregnant married girls would promote an unhealthy 
interest in early matrimony. Some also felt that married girls might be 
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DUE PROCESS AND PROBLEM YOUNGSTERS IN SCHOOLS 


In recent years, because courts have tended to define public education as a 
“right” rather than a “privilege,” youngsters have come increasingly under 
the protection of the “due process” clause of the Constitution. This has 
meant that they are entitled to the same protections afforded an adult citi- 
zen when faced with a charge of a violation of a rule or regulation. For 
example, they have to be provided with a formal statement of charges, be 
provided a hearing to present counter evidence, be given an opportunity to 
face and cross examine witnesses, be afforded an option of engaging an at- 
torney to represent them, and be provided a number of other protections 
to preserve due process rights. 


Let’s Ponder 
Read the paragraph above and respond to the following questions. 


1. Some have said the courts’ insistence on due process rights for 
learners has tied the hands of administrators. Because of the 
need for due process protection, principals are very reluctant to 
do anything about problem youngsters in the schools, it is al- 
leged. How do you react to these allegations? On what do you 
base your reactions? 


N 


Others argue that extension of due process rights to school child- 
ren has been the best thing ever to happen to education. For the 
first time, it is argued, youngsters do not feel they will be treated 
in an arbitrary or capricious manner. Consequently, attention to 
youngsters’ due process rights has led to a reduction of problems 
in schools between learners and school authorities. How do you 
react to this position? On what is your reaction based? 


3. Some people when they first read about “due process” in the 
schools say, “it certainly doesn’t work that way in the school 
district | live in.” How can it be that the courts generally have 
insisted on the provision of due process protection and yet, in 
some places, school officials do not seem to have paid any heed? 
What kinds of districts are likely to be most responsive to these 
court decisions? Least responsive? 


4. Ten years from now, would you expect to see an extension or a 
reduction in the emphasis on learners’ due process rights? Why? 
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prone to talk with others about the more intimate aspects of their relation- 
ship with their mates and have a “morally corrupting” influence on other 
youngsters. Of course, the moral-corruption argument was used, too, to 
rationalize the exclusion of unmarried pregnant girls from school. 

In recent years, the courts have been moving in the direction of pro- 
tecting the rights of all learners to complete an education. There has been 
a tendency to suggest that school policies denying school attendance priv- 
ileges to pregnant girls undermine their potential to develop the compe- 
tencies needed to support themselves and their dependent children. 
Though practices still vary widely, most districts make provisions for preg- 
nant girls to attend school today. 

In general, the courts have taken the position that unless a school dis- 
trict can prove that the individual in question is morally corrupt and a 
detrimental influence on others, there is no basis for exclusion on the 
grounds of pregnancy. It has been held reasonable, however, for a preg- 
nant learner to provide notification of pregnancy to her school adminis- 
trator and to provide regular health statements from her doctor certifying 
that she is healthy enough to continue in school. 


A number of court cases have been filed focusing on freedom of speech 
and expression. The rule that the courts have followed in determining 
whether freedom of speech and expression may be abridged by school 
authorities seems to be that abridgment is proper only when such speech 
or expression can be shown to result in some serious disruption of the 
learning process. 

For example, in one case, a school regulation banning the wearing of 
protest messages by youngsters was challenged. In this situation, because 
administrators and other witnesses were able to cite a number of specific 
incidences of violent disruptions involving fights between different ideo- 
logical factions in the school, the court let the school regulation stand. The 
wearing of messages had been shown to be interfering with the school 
program, and the rule was regarded as a legitimate exercise of adminis- 
trative authority. 

A number of cases have focused on the rights of expression of young- 
sters writing in school newspapers and journals. Generally student pub- 
lications enjoy the same legal protections as the adult press. Numerous 
cases have come to court involving attempts of administrators to suppress 
the publication or distribution of school papers or journals because of the 
alleged use of “improper” language. Generally the rule here, too, has 
been one of establishing a convincing connection between the contents of 
the newspaper or journal and some documented disruption of the edu- 
cational process. It is legal for administrators to screen content, provided 
they can prove that this screening is necessary to prevent disruption and 
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that it is not simply used to suppress content that might prove politically 
embarrassing to the school. 

A number of cases have been adjudicated concerning the school’s right 
to prescribe the dress styles and hairstyles of youngsters. A review of the 
decisions in these cases reveals no single pattern. Some courts have up- 
held school dress codes and hair standards (these latter usually involve 
the length of hair for males). Others have struck them down. Though cer- 
tainly not a universal pattern, there has been a tendency for the courts to 
support regulations in this area that seem to be based on concerns about 
youngsters’ health and safety. For example, one state court upheld a re- 
quirement that males working on the lunch lines had either to cut their 
hair or wear a hair net while on duty. The regulation was upheld because 
of the possible health danger resulting from particles falling into food from 
long, uncontrolled hair. 


Litigation in the area of search and seizure has usually been brought by 
youngsters complaining about the search of lockers by school authorities 
who have not asked permission. The issue turns on the Fourth Amend- 
ment protection of citizens against unreasonable search and seizure. 
Though court decisions have come down in support of both learners and 
school authorities, generally the school authorities’ rights to conduct 
locker searches without permission have been upheld. The Courts have 
been inclined to this position particularly in cases where school officials 
have been looking for illegal substances, especially drugs. 

A basic issue here seems to be whether unannounced locker searches 
are conducted by school authorities or by the police. The legitimacy of 
searches by either school people or the police may differ. The differences 
relate to whether a search is a result of there being a “probable cause” 
that something illegal will be found in the locker or whether there is a 
“reasonable suspicion” that something illegal will be found. 

Probable cause means that the grounds of suspicion of wrongdoing are 
sufficiently strong for a reasonable person to believe that a party is guilty 
of an offense. Often the testimony of a reliable witness is necessary to sup- 
port this belief. 

Reasonable suspicion is a much less stringent condition than probable 
cause. Reasonable suspicion requires nothing more than that there be a 
reasonable conviction that an individual may be guilty of an offense. Rea- 
sonable suspicion does not require the same stringent corroboration as 
does probable cause. 

In terms of search-and-seizure cases in the schools, the courts seem to 
be saying that if educators are acting as private parties and not as part of 
a team involving law-enforcement officials, they may open lockers without 


(SS SS a SP NE Se A AROSE 
HAIR LENGTH AND DRESS CODES 


The Supreme Court has never provided a definitive decision in a case in- 
volving hair length of males in public school classroom or in a case involv- 
ing proper school attire. Consequently, regulations in these areas tend to 
vary widely. Some state courts have held on one side of these issues. 
Some state courts have held on the other side of these issues. No final re- 
solution seems in sight at this time. 


Let’s Ponder 


Read the short paragraph above and then respond to the following 
questions: 


1. Should schools have strict regulations relating to dress and male 
hair length? Why, or why not? 


2. Did schools you attended have such regulations? How were they 
received? How did you feel about them? 


3. Should school people spend their time worrying about dress 
codes and male hair length? Why, or why not? 


4. Courts seem to be judging many school rules and regulations in 
terms of whether such regulations are essential to the smooth 
functioning of the educational process. In your view, are dress 
codes and regulations relating to male hair length necessary to 
prevent disruption of the school program? Why, or why not? 


5. What would you expect to see happening over the next 25 years 
to dress codes and male hair length requirements? Why do you 
expect such a trend to develop? 


FIGURE 18-4 


permission on the grounds of reasonable suspicion. But if they act on in- 
formation from law-enforcement agencies or when law-enforcement agents 
themselves are involved, lockers can be opened only for probable cause, 
and a search warrant will probably be necessary. 

Because of the somewhat ambiguous legal position of educators where 
locker searches are concerned, teachers probably should not attempt 
searches on their own initiative. This responsibility should be left to school 
administrators, who can check their legal position with a call to the office 
of the attorney representing the district's legal interests. 
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Not long ago, a high school teacher was called to the office of her 
school, where she was confronted by a student, the student's parents, and 
an attorney. They had come to inform her that they were initiating legal 
proceedings to challenge the grade that the student had received in her 
class. Fortunately this individual was able to document the basis for the 
award of the grade. Teachers who have less meticulous record-keeping 
habits might have found themselves in a very embarrassing position. 

However, it should not be inferred from this episode that the courts 
have proved themselves eager to get into questions involving the grading 
of youngsters in schools. Indeed, courts have been generally reluctant to 
hear such cases and to substitute their judgment for that of the teacher, 
but where such cases have been heard, there has been an insistence that 
the teacher provide some kind of objective criteria as a basis for grading. 
The need for objective criteria points up the necessity of teachers’ devel- 
oping an objective grading system and maintaining data to support the 
grading decisions they make. 

In addition to grading, another interesting area that has been subject to 
some litigation in recent years concerns school rules denying the award of 
graduation certificates, diplomas, or degrees for reasons not associated 
with academic performance. For example, some schools have had rules 
requiring that all library fines be paid before a diploma can be given. Gen- 
erally the courts have held that graduation certificates, diplomas, and de- 
grees cannot be withheld for disciplinary reasons or for nonpayment of 
fees, including fines. In the case of colleges and universities, however, in- 
dividuals owing money can be prevented from registering for additional 
courses until such fees are paid. 


Beginning in the 1960s and continuing into the 1980s, there has been a 
growing concern over the potential misuse of records of all kinds. With 
regard to school records, there was a feeling that a youngster who had 
had personal difficulties with a teacher in the elementary grades may have 
been stigmatized throughout his or her school career by a set of school 
records that introduced him or her to new teachers as a “troublemaker.” 
This concern resulted in the passage of the Family Educational Rights and 
Privacy Act in 1974. 

This act required that schools provide parents free access to any records 
on their youngsters. Further, learners over age eighteen or students in 
postsecondary schools could view these records themselves. The act also 
placed restrictions on schools regarding the distribution of these records. 
In times past, schools had customarily released these records on request 
to government agencies, law-enforcement agencies, and others. Because 
the dissemination of records without the knowledge or permission of a 
youngster (or his or her parents) could result in a distorted picture of that 


youngster, records may now be released only after very strict guidelines 
have been met. 

The act provides that if parents or an eligible student makes a request 
to inspect school records, the school must respond within a reasonable 
period of time, usually within forty-five days. Further, if requested to pro- 
vide such an individual, the school must make available someone capable 
of explaining and interpreting the records. After an inspection of the rec- 
ords, a parent or an eligible student may request to amend the record if 
it is believed to be (1) inaccurate, (2) misleading, or (3) in violation of pri- 
vacy rights. If this request is denied, a hearing may be requested. If the 
request is denied by the hearing board, the parent or eligible student may 
have a statement placed in the file disagreeing with the information per- 
ceived as being objectionable. 

This act has implications for future teachers as they seek out initial 
teaching positions. Usually, in preparing placement papers for teacher 
candidates, people at the college or university placement center will ask 
whether individuals wish to have an “open” file or a “closed” file. If an 
open file is chosen, then the candidate has the right to read everything 
that goes into the file, including recommendations. On the other hand, if 
a closed file is chosen, the candidate waives his or her right to see what 
goes into it. Individuals writing recommendations are usually notified by 
the placement center whether a candidate has opted for an open file or a 
closed file. Some professors and others who write recommendations hes- 
itate to provide them to undergraduates who have opted for an open file. 
Further, some district personnel people tend to look differently at place- 
ment papers that are open and those that are closed. Rightly or wrongly, 
many feel that they get a more honest appraisal of a candidate’s strengths 
and weaknesses in a closed file. 


School curricula and school instructional practices, though subject to a 
good deal of public scrutiny and discussion, have not been so frequently 
tied to the issue of learners’ rights as have some of the other topics dis- 
cussed in this chapter. Generally the courts have been very cautious about 
attempting to make judgments that place the legal system in the position 
of taking a stand on educators’ traditional prerogatives to determine what 
constitutes responsible behavior in the areas of curriculum and instruc- 
tion. Though court cases centering on these areas have not been numer- 
ous in the past, public demands for accountability may result in more suits 
in the future. 

One important challenge that has been brought in the curriculum and 
instruction area has related to allegations of sex bias. Traditionally many 
courses and activities were open only to learners of one sex. For example, 
in many schools, auto mechanics courses were reserved for males and 
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Open records legislation has been a giant step backward for the principle of 
equity. Strangely, these laws, by intent, were designed to preserve equity. 
Regrettably, despite these worthy intentions, the effect of their passage has 
been a net reduction of equity or fairness in employment practices. This is 
particularly true with regard to the employment of new teachers. 


When future teachers establish their placement papers on an “open file” 
basis, employers recognize that the individual establishing the file may read 
everything init. Further, people writing recommendations for this person 
generally are alerted that their comments are going to be placed in an “open 
file.” This results in either (1) a recommendation couched in such vague 
terms that the potential employer can make no reasoned decision about 
qualifications of the candidate, (2) a glowing recommendation including no 
reference whatever to weak points, or (3) a refusal to write a recommenda- 
tion at all. 


Given the lack of solid information in many such files, employers have had 
to turn to alternative ways of getting details regarding teacher candidates. 
This need has resulted in a reactivation of the deplorable “old boy” net- 
work. Essentially what happens is that employers get on the phone and try 
to contact someone who might have some real knowledge of the candidate 
and who is willing to talk “off the record” on the phone. Clearly this may 
result in a good deal of unrepresentative information about a candidate 
flowing to the employer. Some good people may be denied teaching posi- 
tions because of this practice. 

One reason professional files of a closed nature were established originally 
was to combat potential abuses of the “old boy” network. Ironically, re- 
cent open records legislation has led to a return to the very practice cre- 
dentials files were created to replace. These laws should be replaced, at 
least so far as they apply to teacher placement files. The best protection 
for the teacher looking for a position is a credentials file where those pre- 
paring recommendations are confident in the security of their comments. 


Let’s Ponder 
Read the paragraphs above and respond to the following questions: 


1. What is your general reaction to the position stated above? Why? 


2. In particular, how do you react to the argument that “closed 
files” likely will serve the individual looking for a position better 
than “open files?” Why? 

3. Is there anything really wrong with the “old boy” network sys- 
tem of identifying candidates’ strengths and weaknesses? Why, 
or why not? 

4, How would you feel if asked to recommend someone for an 
“open file” set of placement papers as opposed to a “closed file” 
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home economics courses for females. Court challenges of such practices 
have eliminated most sex-based barriers to enrollment in school courses. 
An issue that is of great concern to educators today is “educational mal- 
practice.” A number of suits have taken teachers and school districts to 
court on the grounds that learners did not learn. These cases have gen- 
erated a tremendous amount of interest among professional educators and 
the lay public as well. So far, the courts have generally held that schools 
do have an obligation to provide learning opportunities in a defensible 
way, but that they are not responsible for the actual learning a given in- 
dividual takes away from his or her exposure to these opportunities. This 
conclusion seems to be premised on the view that too many variables be- 
yond the control of the teachers and the schools influence whether a 
youngster profits from instruction. It must be recognized, however, that 
this issue is anything but dead. Many more court cases centering on the 
educational malpractice issue may be anticipated in the future. 


1 Traditionally the doctrine of in loco parentis governed relationships be- 
tween school authorities and youngsters in the schools. According to this 
doctrine, the school, legally, acted “in place of the parent.” In recent years, 
this doctrine has largely been undercut by a series of court decisions. There 
has been a tendency to extend to youngsters in the schools the full protec- 
tion afforded to adult citizens under the U.S. Constitution. 

2 Over time, there has been a shift from viewing education as a “privilege” 
to viewing education as a “right.” In part, the change in perspective has 
arisen because of a feeling that a public education is necessary for produc- 
tive survival in a technological society. 

3 With the redefinition of school youngsters as individuals whose rights enjoy 
many constitutional protections, there has come a heavy emphasis on pro- 
tection of the due-process privileges of youngsters who are charged with 
violating school regulations. These due-process protections, though adding 
some complexity to the work of responsible school officials, provide some 
assurance that charges and actions against youngsters will not be taken in 
an arbitrary and capricious manner. 

4 Court actions and recent federal legislation have gone together to ensure 
that every youngster in the schools will be afforded an opportunity for a free 
and appropriate education. Schools can no longer exclude youngsters 
merely because they have learning problems or handicapping conditions 
that are difficult to accommodate. 

5 In general, the courts have ruled that corporal punishment in the school 
does not constitute “cruel and unusual punishment.” Further, corporal pun- 
ishment can be administered without parental permission. Many districts 
have very strict guidelines that teachers and administrators must follow. Be- 
cause of the potential for suits in this area, teachers must be very familiar 
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with the guidelines that operate within the districts in which they are 
teaching. 

6 A number of suits have been brought because of actions that schools have 
taken to suspend or expel youngsters. In general, there must be strict ad- 
herence to procedures that protect the due-process rights of the youngsters 
involved. A subarea of interest in this category has to do with the status of 
pregnant learners. In general, the courts have ruled that a school cannot 
use pregnancy as the sole criterion for excluding a youngster from school. 

7 In suits relating to freedom of speech and other categories relating to learn- 
ers’ rights, the court has said that the school may impose and enforce reg- 
ulations that preserve the integrity of the educational process. If challenged 
on these regulations, the school must be prepared to demonstrate that a 
violation will substantially disrupt the educational process. 

8 There has been a great concern about the privacy of records in recent years. 
Court cases and federal legislation have greatly restricted what schools may 
and may not do with records. Generally, parents and youngsters over age 
eighteen have the right to demand access to school records and to question 
comments included therein. There also are restrictions on school officials 
related to the distribution of such records to other potentially interested 
parties. 

9 An emerging area of litigation centers on the theme of “educational mal- 
practice.” To this point, the courts have held that school districts and teach- 
ers cannot be held liable for the failure of a given individual to learn. The 
logic underpinning these decisions has been that too many variables be- 
yond the control of the school contribute to the learning or to the nonlearn- 
ing of a given individual. More suits in this area may be anticipated in the 
years ahead. 


Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


1. Schools may pass whatever rules they deem necessary re- 
garding learners’ behavior without having to worry about 
rights guaranteed to adults by the U.S. Constitution. 

2. Today most court cases involving learners’ rights tend to 
strengthen the in loco parentis principle. 

3. Schools cannot deny a child an education because of behav- 
ioral problems, learning problems, or handicapping 
conditions, 

4. Corporal punishment cannot be administered unless the 
permission of the parents is obtained. 


5. Learners, because of their rights to due process, have a 
right to legal counsel in many hearings related to an alleged 
violation of school rules. 

3. Schools cannot deny a child an education because of behav- 
ioral problems, learning problems, or handicapping 
conditions. 

4. Corporal punishment cannot be administered unless the 
permission of the parents is obtained. 

5. Learners, because of their rights to due process, have a 
right to legal counsel in many hearings related to an alleged 
violation of school rules. 

6. A girl may be suspended or expelled from school because 
she is pregnant. 

7. In many cases, school officials have the right to search 
learners’ lockers without permission. 

8. At one time, many people regarded attendance at a public 
school as a privilege. Today there is a tendency to view a 
public education as a right. 

9. Under the Family Educational Rights and Privacy Act, par- 
ents have a right to review the school’s records of their 
children. À 

10. School administrators enjoy an absolute right to control the 
contents of school newspapers and other school publications. 


In recent years, the traditional view of schools as acting in loco parentis 
(“in place of the parent”) in their relationships with youngsters has been 
breaking down. Part of this change has resulted from a perception that 
today the completion of an education has become a necessity. Conse- 
quently schooling has come to be viewed as a right rather than a privilege. 
Courts have tended to extend to youngsters in the school many of the 
protections of the U.S. Constitution formerly reserved for adult citizens. 
Many student rights cases have been litigated, and a clear trend has 
emerged in support of the view that youngsters in schools do, indeed, 
enjoy many constitutional protections. 

In general, school leaders have been forced to seriously delimit the 
scope of rules and regulations applying to the youngsters under their 
charge. In general, the courts have insisted that school representatives 
demonstrate how any violation of rules and regulations constitutes a se- 
vere disruptive threat to the educational process. When such a threat has 
been demonstrated to the satisfaction of the courts, the school rules and 
regulations have been allowed to stand. When no such connection has 
been made, the school rules have been declared an unconstitutional in- 
fringement of learners’ rights. 
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In summary, it must be recognized that court actions in no way suggest 
that school administrators should not direct and manage the educational 
program. Rather, litigation has focused on the means by which the control 
is exercised. These actions have forced administrators and teachers to pay 
very close attention to developing procedures that are equitable to the 
youngsters being served. Though this has not always been an easy task, 
the net result will very likely be a set of policies that will ensure that ac- 
tions taken against youngsters will be initiated only when solid supportive 
evidence is in hand. As a result, there should be a diminution of the sus- 
picions of learners (and some adults, too) that school officials at times act 
in an unsystematic and capricious way in dealing with youngsters alleged 
to have violated school rules and regulations. 
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This chapter provides information to help the reader to 


1 Suggest the general role of the extracurricular/cocurricular program in the 
schools. 

2 Describe examples of the extracurricular/cocurricular activities typically 

found at different grade levels. 

Point out several teachers’ roles in the extracurricular/cocurricular program. 

4 Discuss general trends relating to remuneration of teachers for their involve- 
ment in extracurricular/cocurricular activities. 

5 Describe the relative attractiveness of different kinds of extracurricular/co- 
curricular activities to the general population of learners. 

6 Suggest the reasons that learners seek involvement in extra-curricular/co- 
curricular activities. 

7 Point out how learners’ perceptions of extracurricular/cocurricular activities 
compare with objectives of extracurricular/cocurricular activities developed 
by professional educators. 

8 Note potential problems relating to balancing the time that learners spend 
in the academic program and in extracurricular/cocurricular activities. 


ow 


Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


1. Most learners who involve themselves in extracurricular/co- 
curricular activities do so because they find fun and per- 
sonal enjoyment. 

2. There is likely to be a greater variety of extracurricular/co- 
curricular activities in a high school than in an elementary 
school. 

3. “Development of citizenship” has been an argument used 
by educators to defend the inclusion of extracurricular/co- 
curricular activities in the schools. 

4. Administrators have sometimes been concerned about the 
possibility that extracurricular/cocurricular activities take time 
away from the academic aspects of the school program. 

5. It is more common for secondary-school teachers than ele- 
mentary-school teachers to receive some pay for helping 
with extracurricular/cocurricular activities, 

6. In high schools, students who work tend to participate less 
frequently in extracurricular/cocurricular activities than those 
who do not work. 


7. In most schools, the extracurricular/cocurricular program is 
regarded as a legitimate extension of the academic program 
and a proper responsibility of the school. 

8. There is little correlation between the interest and enthusi- 
asm of a teacher sponsoring an activity and the interest and 
enthusiasm of the youngsters participating in the activity. 

9. Of all youngsters participating in extracurricular/cocurricu- 
lar activities, a very high percentage are involved only be- 
cause they want to “serve the school.” 

10. The success of most extracurricular/cocurricular activities to- 
day can be attributed to certification standards that require 
special courses for nearly all teachers in managing the ex- 
tracurricular/cocurricular program. 


The activities programs in American schools represent a feature of the Introduction 
educational system that is not found in all countries. The clubs, social or- 
ganizations, and other groups that exist within the school testify to a con- 
viction that education embraces more than simply academics. Although 
there certainly are exceptions, most educators today support the general 
idea that the activity program “belongs” in American education. How- 
ever, there is debate over the relative emphasis on school activities as op- 
posed to academics. 

Those who see the activity program as less central to the main purposes 
of education and who see academics as much more important have gen- 
erally preferred the term extracurricular activities. This term implies that, 
although legitimate, the activities program is basically something extra 
that the schools make available to learners over and above the academic 
subjects. Another group of educators contends that what learners take 
away from involvement in activities may be as important to them as what 
they learn in their academic classes. These people tend to see activities as 
“educational” in and of themselves. They prefer the term cocurricular, 
which implies that the activities program enjoys an important status and 
that it should not be regarded simply as an extra that has been added to 
the academic program. 

Within any school, there are likely to be teachers favoring the extracur- 
ricular acitivites view and the cocurricular activities view. But regardless of 
how they are viewed, evidence suggests that there is little variation in the 
actual kinds of activities offered from school to school. Thus, as our focus 
is to be on the activities themselves, in this chapter the general term ex- 
tracurricular/cocurricular activities will be used in our discussion of the activ- 
ity program. The reader should keep in mind that in some schools, it 
might be a more common practice to refer to activities as extracurricular 
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and others as cocurricular, but that this terminology does not imply any 
differences in the nature of the activities themselves. 

Today extracurricular/cocurricular activities are found at all levels of 
public education. The kinds of activities vary with the ages and interests 
of the youngsters being served. Generally the range of activities available 
increases as youngsters grow older. Typically high schools have much 
more extensively developed extracurricular/cocurricular programs than do 
elementary schools. 

In the sections that follow, extracurricular/cocurricular programs are ex- 
amined in terms of their problems versus their benefits. Additionally, the 
connections between teachers’ interest and teachers’ preparation and the 
success of the activities program are explored. Some considerations of the 
range of activities typically available at various grade levels is also provided. 


In a very general sense, extracurricular/cocurricular programs can be 
thought of as varying along a continuum. At one end of the continuum 
are those activities that bear a direct relationship to the academic program. 
For example, science clubs frequently engage in activities that enrich learn- 
ers’ understanding of the topics introduced in regular science classes. At 
the other end of the continuum are activities that bear little or no direct 
relationship to the academic program. For example, members of the 
school pep club rarely get together to engage in activities that represent a 
direct extension of their work in the classroom. Their activities tend to be 
more social than academic. 

In general, there is a tendency for extracurricular/cocurricular programs 
for younger learners to include a higher percentage of activities bearing 
some relationship to the academic program than is true of extracurricular/ 
cocurricular programs for older learners. This tendency reflects the broad- 
ening horizons of older youngsters, whose needs run across a wider spec- 
trum than those of elementary-school youngsters. These differences are 
reflected in the patterns of activities generally made available to the 
youngsters in elementary schools, junior high schools, and senior high 
schools. 


Elementary Schools 


Elementary-school youngsters require a good deal more direct adult su- 
pervision in the extracurricular/cocurricular program than do older young- 
sters. This reality places some limits on the number of such activities that 
can be offered in the elementary school. The number of activities cannot 
exceed the number of adults available to supervise them. 


In addition to the question of supervision, there is another constraint 
on the elementary extracurricular/cocurricular program that is not typically 
found in the secondary schools. Elementary-school youngsters are either 
in class, at recess, or eating lunch for the entire time they are at school. 
Unlike secondary-school students, elementary youngsters usually have no 
“free period” during the day when they might be involved in the extra- 
curricular/cocurricular program, so that these activities have to be made 
available either before school or after school. This constraint places a bur- 
den on youngsters who live at some distance from the school and who 
must depend on the school bus for transportation. Frequently they do not 
have time to participate in activities either before school or after school. 

Elementary-school activity programs generally tend to be closely con- 
nected with the regular program of courses. Frequently there are “clubs” 
organized to provide enrichment experiences for youngsters in such areas 
as art, science, and music. A number of schools involve children in crea- 
tive dramatics as an adjunct to their language arts and reading training. 
Boys and girls of this age particularly enjoy opportunities to participate in 
organized games and other physical activities that might be thought of as 
logical extensions of the physical education program. Some school librar- 
ians organize groups of “library helpers” who engage in simple record- 
keeping and management tasks. 

As noted earlier, elementary activities programs demand a good deal of 
adult supervision. In many districts, parent volunteers have been willing 
to spend some time working with youngsters both before and after school. 
In other places, the districts have employed paraprofessionals to supervise 
youngsters in various extracurricular/cocurricular activities. In spite of 
these efforts, the heavy dependence of these programs on the availability 
of adults to supervise the activities has tended to make the size of the 
extracurricular/cocurricular program in elementary schools relatively mod- 
est as compared to those in secondary schools. 


Middle Schools and Junior High Schools 


Practices in middle schools and junior high schools vary enormously. In 
part, this diversity reflects the lack of consensus regarding whether mid- 
dle schools and junior high schools ought to be organized more like ele- 
mentary schools or more like high schools. Activity patterns in those 
organized more along elementary-school lines, not surprisingly, tend to 
be more similar to those found in elementary schools. As might be ex- 
pected, those organized more along the lines of the senior high school 
tend to feature extracurricular/cocurricular programs very reminiscent of 
those found in the high school. LB trike 

Regardless of how they are organized, middle schools and junior high 
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schools generally provide a wider array of extracurricular/cocurricular ac- 
tivities than do elementary schools, partly because of the widening inter- 
est of youngsters who are entering early adolescence, and partly because 
of scheduling patterns that tend to provide teachers with some time dur- 
ing the day to work with students outside of scheduled classroom activi- 
ties. Teachers’ planning periods are a much more common feature in 
middle schools and junior high schools than in elementary schools. In 
many schools, teachers devote at least some of their preparation time each 
week to working with student clubs and organizations. 

Though patterns vary a good deal from school to school, there is a gen- 
eral tendency to handle a good deal of the extracurricular/cocurricular pro- 
gram in middle schools and junior high schools during the regular school 
day. This practice has several advantages. Students of this age do not have 
personal transportation. Consequently, because of their dependency on 
their parents and on various busing arrangements, many would be unable 
to participate in activities taking place after school hours. Therefore it is 
common for the student council and many other groups to have meetings 
during the school day. Some schools even provide a regularly scheduled 
“activity” period, during which all youngsters are encouraged to get in- 
volved in a school project or organization. 

Supervision by adults is a real concern with active middle-school and 
junior-high-school youngsters, Activities held during the day at school can 
generally be organized in such a way that faculty, paraprofessional, or 
other adult supervision can be provided. 

In general, extracurricular/cocurricular programs in middle schools and 
junior high schools represent a transitional phase between elementary- 
school and senior-high-school practices. Many activities continue to bear 
a close relationship to the academic program, but during these years, in- 
creasing number of activities of a more purely social nature begin to attract 
youngsters’ interest. 


High Schools 


In most school districts, the extracurricular/cocurricular program reaches 
its highest state of evolution in the senior high schools. This is a natural 
reflection of the maturation process and the broadening interests of 
youngsters during their last public-school years. Not only are their inter- 
ests broad during these years, but their social maturity, particularly during 
the junior and senior years, advances to the point where the students 
themselves can provide a good deal of leadership for the various activities 
in the school. Indeed, in many groups, adults play a role that is purely 
advisory. The great bulk of the decision-making responsibilities is borne 
by student leaders. 


In high schools, a good number of extracurricular/cocurricular activities 
do not take place during the regular school day. Older youngsters fre- 
quently have their own cars, borrow those belonging to their parents, or 
find rides with friends. There is much less dependence on adults for get- 
ting to meetings and events that take place during the evening hours. 

In general, the high school is a more supportive environment for the 
development of new extracurricular/cocurricular activities than the middle 
school, junior high school, or elementary school. Such activities tend to be 
much less demanding on adult time. Although adults continue to be in- 
volved, the level of maturity of high school students tends to make this 
involvement much less intense and demanding than is the case when 
groups of younger children must be supervised. Further, many high 
schools provide some monetary compensation for those faculty members 
who take charge of particularly large and active student groups. Finally, 
as has been noted, the students themselves are able to exercise a much 
higher level of personal leadership in the high school activity program 
than can be expected of younger children. 

Because of the congeniality of the high school setting to the develop- 
ment of the activity program, the range of activities at a single school can 
be simply astounding. A quick review of almost any high school yearbook 
in the country will reveal page after page of photographs of students be- 
longing to groups of every description. Indeed, were we to count the 
pages devoted to clubs and activities and those devoted to academics, we 
might well conclude that the activities program was what school was all 
about and that the “real” extracurricular/cocurricular program is the aca- 
demic program. Some critics have made just this observation. Given the 
proliferation of activities at the high school level, it is not surprising that 
where the extracurricular/cocurricular program has come under attack, the 
target has almost always been the program as it exists at the high school 
level. In the next section, we take a look at some of the criticisms of that 


program. 


Probably the strongest general criticism of the activities program is the 
allegation that it gives youngsters a false sense of priorities. Critics suggest 
that the allure of some activities is so strong that students all too willingly 
trade off important study time to pursue them. Particularly insidious, so 
some critics contend, are those activities that appear to be extensions of 
the regular academic program. These activities may seem to be promoting 
the development of academic talent, but, say the critics, though they may 
be good for the school’s public relations and for the student’s personal 
pride, they provide no serious intellectual challenges at all. 

Activities that have come in for a good deal of criticism include those 
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ACTIVITIES AND APPROPRIATE AGE LEVELS 
Look at the following list of school activities: 


Butterfly Collectors Club 
Football Boosters 

Fly-Tieing Club 

Canoeing Club 

Spirit Club 

Chess Club 

Photography Club 

French Club 

Future Teachers of America Club 
Science Experimenters Club 
Shortwave Listeners Club 
Reading Club 

Good Citizens Club 

Playground Clean-Up Club 

Dance Planning Committee 
Distributive Education Clubs of America Chapter 
Future Farmers of America 


How would you answer these questions: 


1. Which of the above activities would you be most likely to find in 
an elementary school? 


2, Which of the above activities would you be most likely to find in 
a middle school or junior high school? 


3. Which of the above activities would you be most likely to find in 
a high school? 


4. Which of the above activities would require the most intensive 
adult supervision? Why? The least intensive adult supervision? 
Why? 


5. Would you expect any differences in the above list if you were 
looking at activities from a school district in a rural area? A sub- 
urban area? An urban area? What might account for these 
differences. 


6. If you had a chance to serve as a faculty sponsor for one of these 
activities, what would you choose? (If you don’t like any of 
these on the list, suggest one of your own. Tell why you would 
like to sponsor this group.) 


—_—_—————— 
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associated with athletics and with speech and debate. Although few deny 
that physical education is a necessary and proper part of the curriculum, 
critics point out that in some cases, the athletic program is mounted more 
to please the public than to educate the participating youngsters. Other, 
less costly physical conditioning programs could be installed, critics say, 
that would involve more youngsters and be more “educationally relevant” 
to the task of promoting physical growth and development. Similar ar- 
guments are frequently raised against speech and debate programs. Critics 
suggest that too much time is spent in practicing to win various contests 
and competitions and not enough in mastering the related academic 
material. 

In addition to the problems that an overemphasis on some activities 
might pose for the students who are involved, the extracurricular/cocur- 
ricular program has been charged with adding to the heavy public rela- 
tions problems of school administrators. Critics point to difficulties both 
within the school itself and with the local community. 

With regard to personnel in the school, it must be noted that teachers 
and other school staff members are by no means in agreement on the 
value of each of the various activities included in the extracurricular/co- 
curricular program. Because activities are more diverse and numerous in 
high schools, the problems in staff relationships stemming from disagree- 
ments about the activity program are most pronounced at this level. 
Teachers are particularly sensitive about individual activity programs that 
result in (1) student absences from their classes or (2) changed daily 
schedules resulting in a reduction of time for individual class periods. 

Activity-associated student absences can bring the wrath of a good 
many teachers down on the principal and his assistants and on the 
teacher or teachers who act as sponsors of the “offending” activity. Prin- 
cipals frequently find their public relations skills taxed to the limit as they 
attempt to reconcile the differences among teachers who see no reason for 
justifying a class absence and teachers who support the activity in ques- 
tion and suggest that it might have a good deal of educational relevance 
for the youngsters involved. 

A variant of the class-absence debate is the argument that rages in many 
schools over whether time is properly expended when daily class sched- 
ules are altered (usually resulting in shorter class periods) to permit stu- 
dents to attend assemblies, pep rallies, and other activities during regular 
school hours. Some teachers are particularly unhappy if administrators 
adopt a policy of scheduling events in such a way that one class period 
gets shortened more frequently than others. For example, if assemblies are 
regularly given at the end of the day and most of the time for them is 
taken from the final period of the day, many teachers with classes meeting 
at that hour may feel frustrated as they attempt to stay on the instructional 
schedule they have set up. Significant numbers of such teachers may well 


451 


The Extracurricular/Cocurricular Program 


YE A SE SE SSE 


PROPER PRIORITIES AND SCHOOL ACTIVITIES 


Jane Smith has won three county tournaments in debate and has placed 
second in a state tournament. She is a high school junior. Debate is her 
passion. She spends hours of her time in the public library and at the lib- 
rary of the local community college building sets of evidence cards and in 
adding to her general level of understanding of this year’s topic. In a com- 
petitive debate situation, she is poised, prepared, and confident. In school 
last term she received an A in debate, a B+ in English, a C— in mathematics, 
aC in physical education, and a C in physics. She failed to attend her 
mathematics classes and her physics classes on ten different days last term. 
These classes are of little interest to her at this time. 


Let's Ponder 
Read the paragraph above. How would you answer these questions? 


1. In general, is involvement in the debate program a good thing or 
a bad thing for Jane? Why? 


2. How do you explain the pattern of grades? Is this pattern in any 
way related to her interest in the debate program? 


3. Jane attended the state tournament out of town last year. Is 
there any justification for students missing school to attend an 
activity function in another community? Why, or why not? 


4. Would your reaction to Jane’s involvement in debate be any dif- 
ferent if you knew whether (a) she was intending to go to col- 
lege, (b) she was intending to go to business school after graduat- 
ing from high school, or (c) she was planning to get married after 
graduating from high school? If yes, what would your reaction 
be under each set of conditions? 


5. Do you think, in general, Jane's involvement in debate tends to 
give her generally higher grades in school or generally lower 
grades? Why? 
EE a 2 ES SE TT SEE TE o 
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feel moved to question the educational values of activity programs that cut 
severely into their instructional time. 

Community relations problems frequently add to administrators’ woes 
in dealing with the activity program in their building. Loud amplified mu- 
sic at dances may prompt angry phone calls from residents living close to 
the school. Overzealous editorializing by students in the school paper 
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sometimes plants an impression in the minds of school patrons that “in- 
competence is everywhere.” Parents concerned about the selection pro- 
cedures used in selecting drill team, pep squad, or honors club members 
consume a good deal of administrators’ time. Given the time involved, 
many administrators have questioned the value of the extracurricular/co- 
curricular program. Though the frustrations are certainly very real, most 
have concluded that the benefits of the program tend to outweigh the 
negatives. 

Although some students doubtless do allocate time to activities that 
might be better spent in academic pursuits, others may get more directly 
involved in the academic program as a result of participation in the activ- 
ities program. Certainly, for example, students who become active in sci- 
ence clubs, foreign-language clubs, and other such activities are likely to 
develop closer working relationships with their teachers and to develop 
higher levels of interest in those subjects that students who do not partic- 
ipate. Many youngsters, particularly in high schools, come to school with 
very little initial interest in the academic program. Were it not for the avail- 
ability of the activity program, a good many would drop out of school. 
Significant numbers of these young people, in time, do develop an inter- 
est in the academic side as well as the activity side of the school program. 
Interest in athletic teams, on the part of both participants and nonpartici- 
pants, has been described as a potent force motivating youngsters who 
may have few academic interests to stay in school. 

In addition to its impact on the attitudes of youngsters, most adminis- 
trators recognize that the extracurricular/cocurricular program has positive 
community-relations benefits that generally outweigh the accompanying 
community-relations probelms. Performances by the band at civic func- 
tions in the community present a very favorable image for the school. 
Groups of these generally well-scrubbed and talented youngsters tend to 
promote the idea that “They're doing a fine job out there at the school.” 
School plays, speech contests, athletic events, and other occasions that 
bring patrons into close contact with the school support the development 
of a public feeling of “pride of ownership” in the school and the school 
district. These favorable impressions become critically important when 
school money issues are on the ballot. For these reasons, most adminis- 
trators, though recognizing the inherent problems in activities programs, 
tend to support them out of a recognition that they have much to do with 
shaping public perception of how well the school is doing. 


Professional educators have formulated a large number of reasons for 
including the extracurricular/cocurricular program in public schools. Though 
varying considerably in their specifics, generally these arguments center 
on a common theme of enriching the academic side of school life through 
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the activity program. Proponents have suggested a number of specific 
benefits alleged to accrue to youngsters who participate in school activities. 

Some have suggested that participating in extracurricular/cocurricular 
activities helps youngsters to become “better citizens.” The idea here is 
that academic courses in schools concentrate largely on fragmented spe- 
cialties that do not help learners come to grips with the important skills of 
discussion, compromise, and sensitive interpersonal relations that char- 
acterize effective adult citizens. Though the school might have on a shelf 
somewhere a lofty set of goals suggesting that “good citizenship” is the 
aim of all school courses, an examination of the courses themselves reveals 
that little direct teaching of basic citizenship skills goes on. Given this real- 
ity, the activities program can be a natural vehicle for teaching youngsters 
to work together in groups while they learn important decision-making 
skills. These skills are not taught overtly. Rather, they are acquired as a 
natural by-product of youngsters’ involvement in the activities of their 
own choice. 

Another case that professionals have made for activities programs is 
that they help youngsters prepare for a vocation. This argument has been 
made most frequently when activities bearing a close relationship to some 
part of the academic curriculum have been under discussion. For example, 
science clubs are thought to help youngsters make a decision to pursue 
further study in science. Distributive-education clubs provide a forum for 
students interested in a business career and deal with issues closely re- 
lated to contents of a good number of regular business-education courses 
taught as a part of the curriculum. Writing clubs stimulate extra effort on 
the part of youngsters with future interests in journalism or in other 
professional writing fields. A good number of school activities have been 
defended on the presumed connection between the activities and young- 
sters’ future vocational roles. 

Still another argument for at least some activities programs has been 
that they give youngsters a larger stake in the operation of the school. 
Proponents of this view believe this to be a desirable condition in that 
youngsters who develop strong proprietary feelings about the school are 
likely to put forth better efforts in their classes as a result of their com- 
mitment, Their general level of motivation may well be higher. Activities 
generally related to school governance have been defended on the ground 
that they make youngsters more interested in solving the problems of the 
school because they tend to see the school’s problems as their problems. 
Belief in this premise has resulted in an almost universal establishment of 
student councils in junior high schools and senior high schools. Many el- 
ementary schools have them, too. In the senior high schools, there may 
be elaborate class-government arrangements as well as schoolwide stu- 
dent councils. Most schools provide abundant opportunities for students 


to get involved in the legislative process, Whether this involvement really 
does lead to an increased interest in the problems of the school has never 
really been established, but actions taken in support of this belief have 
certainly provided youngsters with an opportunity to gain experience in 
collective decision-making. 


Perhaps more interesting than the reasons that professionals put for- 
ward to explain why youngsters ought to become involved in the extra- 
curricular/cocurricular program are the reasons given by youngsters 
regarding why they do become involved. Buser, Long, and Tweedy (1975) 
surveyed several thousand high school students regarding their involve- 
ment in school activities. Among other questions, these students were 
asked why they participated. Interestingly, very few students cited the 
reasons given by professional educators as the reasons that activity pro- 
grams are important. 

Over 55 per cent of the youngsters surveyed reported that they rated 
“fun, personal enjoyment” as “extremely important” reasons for partici- 
pating. On the other hand, only about 19 per cent rated “prepare for a 
vocation” as an “extremely important” reason. “Prepare to become a more 
effective citizen” was rated as “extremely important” by about 15 percent. 
Only about 8 per cent rated “serve the school” as “extremely important.” 

Clearly youngsters have much more immediate interests in mind when 
making a decision to participate in the activities program than do the 
professional educators who have speculated on the attractions of the ac- 
tivities program for learners. This finding is generally consistent with psy- 
chologists’ findings that most people respond more readily to situations 
promising immediate satisfaction than to situations requiring that satisfac- 
tions be delayed. The results of the survey by Buser, Long, and Tweedy 
(1975) have important implications for school planners of extracurricular/ 
cocurricular programs. 

These findings suggest that the extracurricular/cocurricular programs 
cannot be “sold” to youngsters on the same basis that they might be de- 
fended to an audience of adults interested in the “educational” benefits 
likely to accrue to the youngsters who participate. Although there cer- 
tainly may be some truly substantial educational benefits, evidence sug- 
gests that promoting programs to young people on this basis will bear 
little fruit. The Buser, Long, and Tweedy findings would indicate that in- 
itial emphases on the recreational aspects of the extracurricular/cocurricu- 
lar experience generally draw more “recruits” than an approach emphasizing 
longer-term benefits that—to the youngsters, at least—might not seem to 
provide much of a prospect for “personal enjoyment.” 
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LEARNERS’ ATTRACTION TO THE ACTIVITIES PROGRAM 


Assume you were on a committee of teachers in a brand new high school 
who had been assigned to develop a number of suggested clubs and organi- 
zations for students. As a result of your work, you developed a list of po- 
tential clubs and organizations. Part of this list is reproduced below: 


French Club 

Pep Club 

Tropical Fish Club 
Literary Society 
Experimental Science Club 
Student Council 

Class Councils 


Let’s Ponder 


Suppose you had the job of encouraging students to participate in these 
new organizations. Think about what you might do. Respond to these 
questions: 


1. Would you use the same general approach for all of these organi- 
zations? What would this approach be? 


2. Would you have more difficulty in developing interest in some of 
these groups than in others? If so, which ones? Why? 


3. Excepting the student council and the class councils, these 
groups might be able to welcome all comers and not be con- 
cerned about growing too large. Which of these groups would 
you expect to grow the largest? Why? Which would you expect 
to be the smallest organization? Why? 


4. Ifyou were making an argument to a student you wanted to en- 
roll in the experimental science club and to a parent of a student 
who might be thinking about joining, would you use the same 
line of logic? Why or why not? If no, what would you tell the 
student? What would you tell the parent? 
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A dilemma that has faced educators who believe that extracurricular/co- 
curricular programs enrich youngsters’ experiences as they go through 
school has been the failure of these programs to attract very high per- 
centages of learners in a school. Though, particularly at the high school 
level, every effort has been made to provide an extraordinarily large num- 
ber of activity options, large numbers of youngsters still do not participate. 

Additionally, those that are active in the extracurricular/cocurricular pro- 
gram tend to be involved in more than a single activity. This tendency 
sometimes distorts the picture when someone attempts to determine ex- 
actly how many youngsters are being served. It will not do, for example, 
simply to count the number of members of the chess club, the speech 
club, the French club, and the pep club to come up with a single total. 
Many individual students may belong to all four organizations. Thus, al- 
though this sort of a count may provide an illusion that large numbers of 
youngsters are being served, more careful analysis reveals that many 
fewer individuals are involved. 

Another concern has been the kind of youngster attracted to the activity 
program. Many educators have supported extracurricular/cocurricular ac- 
tivities because of their alleged ability to promote the development of re- 
sponsibility, to enrich youngsters’ academic experiences, and to develop 
a wide range of “citizenship” skills. There is some question regarding 
whether these programs tend to attract the students who already have 
many of these characteristics and fail to attract the students who would 
most benefit from these activities. Research provides no clear answer to 
this general concern. However, Buser, Long, and Tweedy (1975) did re- 
port a slight positive correlation between higher grade-point averages and 
the likelihood of active participation in the activity program. This finding 
would seem to indicate a tendency for youngsters with higher grades to 
be more frequent participants than youngsters with lower grades. 


Certainly the diversity among young people in the school is so great 
that it is probably idle to hope that even the most varied activities program 
will have something that will interest every youngster. But even admitting 
that we will probably have to settle for less than 100 per cent participation, 
there is still concern that less than an optimal number of learners is being 
reached. 

Not surprisingly, considering that the extracurricular/cocurricular pro- 
gram is larger in high schools than in junior high schools and elementary 
schools, most systematic investigations of youngsters’ involvement in the 
activities program have been focused on older learners. A number of fac- 
tors have been cited as tending to limit participation. One of these is ac- 
cess to personal transportation. Even in senior high schools, large numbers 
of youngsters ride school buses to and from school, Although some of 
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LEVELS OF PARTICIPATION IN DIFFERENT SCHOOL ACTIVITIES 


Percentages of Students Participating in 12 
Types of Extraclass Activity 


Participating 
Activity Presently Formerly Never Toial 
% % % % 
1. Intramural athletics 29.2 23.1 47.7 52.3 
2. Class-related clubs 21.2 19.6 53.3 46.8 
3. Interscholastic 
athletics 26.9 17.2 55.9 44.1 
4, Music-related 
activities 22.0 19.9 58.1 41.9 
5. Service-related clubs 23.0 18.5 58.6 41.5 
6. Dramatics-related 
activities 16.6 14.7 68.7 STS 
7. School publications 97 10.3 80.0 20.0 
8. Hobby-/leisure- 
related clubs 10.9 8.6 80.4 19.5 
9, Honor clubs 12.6 Asie SP as513 16.7 
10. Student council 6.3 Shi 84.6 12.4 
11. Class officer 3.9 10.5 85.6 11.4 
12. Cheerleading 3.3 4.9 Silay 8.2 


(Table is reprinted with permission from Robert L. Buser, Ruth Long, and Hewey 
Tweedy. ‘The Who, What, Why, and Why Not of Student Activity Participation.” 
Phi Delta Kappan. (October 1975). p. 125.) 


Let’s Ponder 
Look at the table above and respond to these questions: 


1. How do you explain the popularity of intramural athletics? 


2. What constraints are there on student participation that might 


explain the relatively small percentage of students involved in 
cheerleading? 


3. What changes might be introduced to increase percentages of 
students participating in activities 10, 11, and 12 on the table? 


4. If you were to look twenty-five years into the future, would you 
expect any changes in percentages of youngsters participating in 
these activities? If so, what would those changes be? 
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these individuals may have occasional access to their parents’ cars or be 
able to ride with friends, many find it difficult to involve themselves in 
activities that meet after school. Certainly there are some activities pro- 
vided during regular school hours, but students with transporation prob- 
lems find the range of options open to them much more restricted than 
do students whose transportation needs provide no obstacle to active 
involvement. 

A second reason that many older youngsters do not participate is that 
large numbers of them work. Beginning high-school teachers are some- 
times astonished at the large number of students who work twenty, thirty, 
and even forty hours a week while maintaining their status as full-time 
students. These young people simply do not have time to play an active 
role in more than a token number of school activities programs. 

Buser, Long, and Tweedy (1975) found that many youngsters feel that 
clubs and organizations in the school tend to be dominated by a cliquish 
“in” group. Though the door to involvement is technically open to all, 
many learners feel that the welcome mat really is out only to those “ap- 
proved” by members of a rather close-knit leadership group. The tend- 
ency of many of the same youngsters to be active in numerous school 
organizations gives some credence to the possibility that there may be 
some bias against youngsters not perceived to be “acceptable” by club and 
organization leaders. This is an area that deserves some systematic inves- 
tigation by educators interested in the operation of extracurricular/cocur- 
ricular programs. 

Some youngsters who do not participate in activities simply do not find 
any of the options relevant to their own interests. It may be that activities 
programs are organized by well-intentioned individuals who mistakenly 
think that they have provided options broad enough to meet all young- 
sters’ interests. Part of the difficulty, too, may relate to discrepancies be- 
tween what faculty and adult sponsors see as the purpose of various 
school activities and what learners expect to do as participants in such ac- 
tivities. For example, if a youngster joins the French club thinking that he 
or she will go to lots of parties or learn how to prepare some interesting 
pastries and finds out, instead, that the meetings are devoted to members’ 
tedious oral reports on the regions of France, he or she may well feel that 
the group is irrelevant to his or her needs. Clearly there is a need to find 
out what youngsters really expect to get out of their involvement in or- 
ganizations. A simple collection of their favorable or unfavorable opinions 
about joining a given group will not provide this kind of information. 

Finally, there is evidence that the level of learners’ involvement in the 
extracurricular/cocurricular program relates closely to the interest and en- 
thusiasm of the faculty sponsors. When the sponsoring teachers are en- 
thusiastic about the activity, the youngsters involved tend to be enthusiastic. 
When the teachers simply go through the motions and signal to young- 
sters that their real interests lie elsewhere, the youngsters’ enthusiasm is 
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not kindled. The problem of the teacher’s indifference to the activity that 
he or she is assigned to sponsor is likely when the sponsorship is not vol- 
untary. In most schools, teachers are asked to volunteer for leadership 
positions. In a few, they are “volunteered” by administrators. Lamentably 
few teachers have had any training in their undergraduate programs in 
working with school activities, so it is little wonder that teachers react neg- 
atively to coercion. Given a free choice, few teachers stick with an activity 
that does not interest them. 


For many years, voluntary participation in leadership roles in the activ- 
ities program was considered a regular part of the teaching job. In many 
districts, all teachers were expected to have some involvement with learn- 
ers outside their normal classroom responsibility. Beginning in the high 
schools, and spreading to junior high schools and elementary schools, 
there has been a tendency in recent years for teachers to receive some 
extra remuneration for at least some positions of leadership in the activi- 
ties program. 

This trend has arisen because of a growing realization that although all 
teachers might have some involvement in extracurricular/cocurricular ac- 
tivities, the time and effort expended by the teachers filling the different 
leadership roles were by no means equivalent. For example, a teacher 
serving as faculty sponsor for a German club with perhaps six members 
faces responsibilities that are miniscule indeed compared with those of a 
teacher serving as faculty sponsor for the entire senior class. These differ- 
ences, together with growing strength of teachers’ professional organiza- 
tions, have resulted in a tendency for at least some teachers with heavy 
responsibilities in the activities program to receive money over and above 
their regular salaries. Generally, more high school teachers receive these 
additional salary benefits than do teachers in junior high schools and el- 
ementary schools. 

In school districts where some teachers do receive extra money for 
working in the extracurricular/cocurricular program, a number of plans 
have been worked out. There tends to be little uniformity in practices 
among districts. The amounts paid vary tremendously as does the classi- 
fication of roles thought to merit the payment of extra salary. There have 
been some promising beginnings of attempts to rationalize this process. 

Particularly notable has been an effort undertaken by the local school 
district in Longview, Washington, where extracurricular/cocurricular activ- 
ities are evaluated individually in the light of eight criteria (Hendrickson, 
1977): 


1. Student contact hours required beyond the normal teaching day. 
2. Average number of students per adviser/coach. 


Degree of public exposure and public expectations. 

Preparation time. 

Equipment and materials management. 

Assigned adults supervised on a regular basis. 

Instructional and organizational skills necessary to conduct the 
activity. 

8. Obligated travel supervision. 


E E 


A given number of points is assigned to each criterion in this list. Then 
individual activities are examined and assigned a number of points for 
each of the eight criteria. The total of these points is believed to reflect the 
approximate difficulty associated with performing the leadership duties 
for each activity. A dollar value is determined for each point. The extra 
salary for each activity is computed by multiplying that dollar value by the 
number of points associated with the activity. For example, if it was de- 
termined that being adviser for the yearbook was worth 30 points and 
each point was worth $50, then the teacher serving as yearbook adviser 
would receive an extra $1,500 dollars (30 x 50 = 1,500) in salary. 

Though large differences among districts in terms of their policies for 
paying teachers for helping out with extracurricular/cocurricular activities 
will probably persist, it is evident that the trend toward paying teachers 
for assuming these responsibilities is growing. But because of great vari- 
ations among individual school districts, graduates of teacher education 
programs interested in extracurricular/cocurricular activities should take 
care to ask about the remuneration policies of those districts they are 
considering. 


1 The extracurricular/cocurricular programs featured in American schools are Recapitulation of 
unique. Though there are disagreements about the relative emphases given ; 
the activities program and the academic program, most educators agree that Maj or Ideas 
the provision of some extracurricular/cocurricular activities represents a le- 
gitimate function of the schools. 
2 Extracurricular/cocurricular programs are found at all levels of public edu- 
cation. The programs tend to be most highly developed and diverse at the 
senior-high-school level. At the elementary-school level, the programs tend 
to have rather direct ties to the academic program. 
3 Activities programs have been criticized because they take learners’ time 
away from academics. Some have charged that these activities give young- 
sters a false sense of priorities. Critics have alleged that many activities are 
educationally irrelevant to learners’ real needs. 
4 Extracurricular/cocurricular programs have the potential to create problems 
for administrators. These problems can involve relationships with commu- 
nity members and with members of the teaching staff. On the other hand, 
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some activities portray a very positive image of the school to the public. 
Too, they can be greatly helpful to some students who might otherwise not 
stay in school. On balance, most administrators would oppose any move 
to eliminate the activities program. 

5 Professional educators have made a case for the legitimacy of the activities 
program by pointing out that involvement can promote the development of 
important citizenship skills and help give learners a sense of greater per- 
sonal commitment to the school. Surveys of learners suggest that few par- 
ticipate because of the lofty motives suggested by professional educators. 
Most get involved for reasons of fun and personal satisfaction. 

6 Though the range of activities available, particularly in the high school, is 
enormous, large numbers of youngsters still do not participate. Some have 
transportation problems. Others find the activities irrelevant. Others feel 
that organizations are dominated by unfriendly cliques. Still others are 
employed. 

7 Few, if any, teachers receive any special training in their undergraduate 
preparation programs for assuming leadership roles in the activities pro- 
gram. Nearly all training of this sort tends to be “on the job.” 

8 There is a trend toward teachers’ receiving compensation for assuming the 
leadership in the more difficult and time-consuming areas of the activities 
program. Practices in this regard vary greatly from district to district. Gen- 
erally speaking, more high school teachers receive this compensation than 
junior-high-school or elementary teachers. 


Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


1. Most learners who involve themselves in extracurricular/co- 
curricular activities do so because they find fun and per- 
sonal enjoyment. 

2. There is likely to be a greater variety of extracurricular/co- 
curricular activities in a high school than in an elementary 
school. 

3. “Development of citizenship” has been an argument used 
by educators to defend the inclusion of extracurricular/co- 
curricular activities in the schools. 

4. Administrators have sometimes been concerned about the 
possibility that extracurricular/cocurricular activities take time 
away from the academic aspects of the school program. 

5. It is more common for secondary-school teachers than for 
elementary-school teachers to receive some pay for helping 
with extracurricular/cocurricular activities. 


6. In high schools, students who work tend to participate less 
frequently in extracurricular/cocurricular activities than those 
who do not work. 

7. In most schools, the extracurricular/cocurricular program is 
regarded as a legitimate extension of the academic program 
and a proper responsibility of the school. 

8. There is little correlation between the interest and enthusi- 
asm of a teacher sponsoring an activity and the interest and 
enthusiasm of the youngsters participating in the activity. 

9. Of all youngsters participating in extracurricular/cocurricu- 
lar activities, a very high percentage are involved because 
they want to “serve the school.” 

10. The success of most extracurricular/cocurricular activities 
can be attributed to certification standards that require spe- 
cial courses for nearly all teachers in managing the extra- 
curricular/cocurricular program. 


Extracurricular/cocurricular school activities appear to be here to stay. 
Though heated debate rages regarding the amount of emphasis that ought 
to be placed on these nonacademic aspects of schooling, there is general 
agreement that they do serve a useful educative function. 

Extracurricular/cocurricular activities tend to be most numerous and 
most diverse at the senior-high-school level. Youngsters of this age have 
a range of interests that goes well beyond the limits of course offerings. 
Although many activities do bear a close relationship to courses, many 
others are more social in nature. The maturity and mobility of high school 
youngsters makes it possible for many extracurricular/cocurricular activi- 
ties for learners in this age group to take place after school hours. 

The activities program at the elementary level—and to some extent, at 
the junior-high-school level as well—tends to be closely tied to the subject 
curriculum. Activities for these younger children tend to require a great 
deal of adult supervision. This need puts some limits on the numbers of 
options made available to these younger learners. Also, because of trans- 
portation difficulties, nearly all school-related activities have to take place 
during those hours when the youngsters are at school. 

Critics of activities programs have suggested that they take learners 
away from academic subjects, but others argue that these programs can 
enhance youngsters’ interest in school. Many young people, it is alleged, 
would not stay in school were it not for the extracurricular/cocurricular 
program. 

Although the number of activities options is very large, significant num- 
bers of youngsters still go through school without ever getting involved in 
any extracurricular/cocurricular programs. Some find their interests not to 
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be served by these activities. Others have after-school jobs that limit their 
time. Still others fail to get involved because of a belief that clubs, orga- 
nizations, and other school groups are dominated by small, cliquish clus- 
ters of students who do not really welcome participation by everyone. 

In recent years, there has been a recognition that the teachers who su- 
pervise various school activities put in a tremendous amount of personal 
time and effort. Increasingly those teachers who bear the responsibility for 
sponsoring the more demanding activities are being paid a salary supple- 
ment. Practices in this regard vary greatly from district to district. Gener- 
ally teachers in high schools who sponsor activities are more likely to 
receive extra compensation than teachers in junior high schools and senior 
high schools. 
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This chapter provides information to help the reader to 


1 Identify the procedures followed in many school districts with regard to hir- 
ing teachers. 

2 Prepare letters of inquiry. 

3 Develop professional résumés. 

4 Become acquainted with the process of job interviewing. 

5 Recognize the services typically rendered by college and unviersity place- 
ment offices. 

6 Consider the variables to be weighed in deciding which people to ask for 
letters of recommendation. 


Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


1. One important source of information about vacancies in 
school districts is the district itself. Such information can be 
obtained directly by a candidate who writes a letter of 
inquiry. 

2. It is probably true that a high percentage of school person- 
nel-office officials have a rather conventional outlook re- 
garding the kinds of dress and the patterns of speech that 
are “appropriate.” 

3. When going for an interview, it is a good idea for the can- 
didate to prepare in advance a number of questions to ask 
about the district. 

4. When thinking about getting people to write recommen- 
dations for inclusion in the credentials file, it is a sound 
practice to talk to the people first before making the request. 

5. In writing a district about a potential teaching vacancy, it is 
better to’ write a brief note on a postcard than a formal 
letter. 

6. It is always a mistake for a candidate for a teaching job to 
ask questions about the district. It is the candidate’s role to 
answer the questions of the interviewer, not to ask questions. 

7. Most school districts require individuals seeking employ- 
ment as teachers to complete a formal application form. 

8. It is possible, in most cases, for teachers to add material pe- 
riodically to their credentials files at university placement 
centers even after they have graduated. 

9. Few districts hire schoolteachers without first having a face- 
to-face interview. 


10. Because of their experience in working with youngsters in 
the classroom during student teaching, few prospective 
teachers are anxious as they approach their first job interview. 


As the end of their undergraduate programs becomes a reality, future 
teachers’ concerns increasingly shift from worries about academic matters 
to worries about finding a job. Typically a serious effort to land a teaching 
position begins during the last year in undergraduate school. This effort 
tends to heat up considerably during the spring. During this time, many 
school districts regularly send interviewers to the campus to interview 
prospective teachers. During this time, too, many education majors are 
engaged in a feverish campaign of letter writing to districts in which they 
have an interest. It is a time of frenzied activity, and it is a time of tense 
waiting. Though districts begin screening candidates for teaching posi- 
tions in the spring (sometimes even earlier), many defer making hiring 
decisions until midsummer or even later. The days that pass between an 
interview that seemed to go well and an official contract in the mail with 
a job offer from a district seem agonizingly slow. But prospective teachers 
can take some solace in the knowledge that this rite of passage from col- 
lege or university student to classroom teacher has been weathered suc- 
cessfully by all who teach in the public schools today. 

There is a certain system to this effort of securing an initial teaching 
position. Basically nothing terribly complex is involved. It is a matter of 
following a few simple rules and of using some common sense. A failure 
in this latter category tends to jeopardize the “hireability” of individuals 
seeking teaching positions more frequently than it should. For example, 
it should seem clear (and it is clear to most who prepare to teach) that 
behavior during student teaching is going to have some bearing on future 
employment. Considering this reality, it makes great sense for prospective 
teachers to attend well to their public relations roles during this time. Two 
examples drawn from the experiences of the authors will illustrate the 
consequences of not following this advice. 

A student teacher in an elementary school had been doing a reasonably 
effective job with her fourth-grade youngsters in a nice suburban district 
outside a major West Coast city. She happened to have in her class the 
daughter of the superintendent of schools. On one particularly trying 
afternoon, the superintendent's daughter and some other youngsters 
were doing more talking than productive working. Tired and frustrated, 
the student teacher let fly with this verbal blast directed toward the su- 
perintendent’s daughter: “I know the rest of the teachers in this building 
are afraid of your old man, but I'll tell you I'm not. Now you shut up, and 
I mean now!” In addition to the inelegant phrasing of these sentiments, 
the message proved to be an utter disaster for the student teacher. She 
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had hoped to get a job in this district, but the story of her behavior quickly 
reached the personnel office, and she was given no consideration. One 
suspects, too, that the personnel people from other districts who read the 
comments of people who had worked with her during her student teach- 
ing also picked up some signals that there were concerns about this per- 
son’s behavior. 

In another incident, a young man who had been assigned to student- 
teach in a small, conservative, rural community rented a trailer house and 
moved, along with his female companion, onto a vacant lot across the 
street from the school where he had been assigned to teach. Unmarried 
couples in the community surrounding his urban campus were so com- 
mon as to be unworthy of even a yawn, but the citizens in this small town 
were scandalized. The young man was allowed to finish his student teach- 
ing (although there were angry calls from parents requesting his removal), 
but he stood no chance of getting a job in that community. 

The point of these illustrations is that getting a job in teaching requires 
the establishment of a set of priorities. If the highest priority within this 
set is getting hired then certain other preferences, habits, or dispositions 
may well have to take a back seat. Getting a job implies a need to convince 
others that (1) one has the competence to do well in the classroom and 
(2) one’s style of life is reasonably compatible with that of the mainline 
elements of the community. Given these conditions, those who are suc- 
cessful in getting initial teaching positions may well be those who, as 
much as anything else, are able to convince the representatives of the 
school district that they are the “kind of people” whom the citizens of that 
community want working with their youngsters in the schools. 

In sections that follow, information is provided relating to finding out 
about job vacancies, corresponding with school districts, completing ap- 
plication forms, preparing résumés, and going through the interviewing 
process. 


There are many sources of information about teaching vacancies. Some- 
times vacancies become known to student teachers by word of mouth in 
conversations with other teachers in the faculty lounge. Occasionally 
school districts take out advertisements in local newspapers. (This tends 
to occur only rarely. Ordinarily this is done only when a district is expe- 
riencing great difficulty in finding a teacher for a specialty where teachers 
are in extremely short supply). Probably the most common source of in- 
formation about teaching jobs is the college or university placement 
service. 

Most colleges and universities have placement services that are charged 
with helping graduates find initial positions. At larger institutions, there 
may even be placement services responsible for working only with people 


seeking teaching positions. Typically the placement services are notified 
by the school districts when they have vacancies. Most of these services 
regularly collate and publish lists of these vacancies. Ordinarily these lists 
include the specific nature of the vacancy and the name and address of 
the individual who should be contacted by those interested in making a 
formal application. Some placement services simply post these lists at cen- 
tral locations on the campus. Others do this and also regularly mail them 
to individuals who have registered for this service (some charge a small 
fee to those who receive these mailed lists). 

Generally speaking, the largest number of vacancies coming from a 
placement center on a university or college campus are from school dis- 
tricts in the state where the college or university is located. Some vacancy 
notices are received from other states, but these tend to be limited in num- 
ber. Individuals interested in teaching vacancies in other states frequently 
must write to a placement center located in the state in which they are 
interested and pay for the vacancy lists printed and distributed by that 
placement facility. 

In addition to information from placement centers, job information can 
be had from the individual school districts. Generally speaking, it is better 
to request vacancy information in a letter than to telephone. A busy ad- 
ministrator might not have time to make an immediate check of potential 
openings in response to a telephoned inquiry. A request for information 
coming in a letter allows the responsible school official to seek out the 
requested information at a time that might prove more convenient. Fur- 
ther, a letter from an individual requesting vacancy information is ordi- 
narily kept on file and represents some record of contact with the school 
district. 

Requests for information about potential vacancies should be sent to 
district personnel directors in large and intermediate-sized school districts 
and to superintendents in small districts. Generally speaking, these school 
officials have more reliable information about potential vacancies in the 
springtime than in the fall. Many teachers who do not plan to return will 
not have made their intentions known to the administration until some- 
time in the spring. 

In preparing to write to individual school districts, one needs their ad- 
dresses. Placement centers at most universities and colleges maintain ad- 
dress lists of most school districts in their own state. Information regarding 
the addresses of school districts in other states can ordinarily be obtained 
(by letter) from the state department of education in the state capital. 
Many state education departments distribute the available lists either free 
or for a nominal fee. i 

Once one has the general vacancy information and decides to apply for 
a position, a number of steps may follow. A more formal letter of inquiry 
may be needed. A professional résumé may have to be prepared and sub- 
mitted to the district. A placement file may be requested from the college 
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“You just would not believe this creature who interviewed me. You just 
would not be/ieve him. | mean, really, now, a duck-tail haircut in the 
1980s! He was one of those birds who thinks double-breasted polyester 
suits, patent leather white shoes, and a wide white belt represent the height 
of sartorial elegance. And then he began by asking me whether | was active 
in either Kiwanis or Rotary ... can you believe that. |’m still a little shaky 
from the experience .. . | thought that world only existed on ‘Happy Days.’ 


“Anyway, he asked me about my philosophy of education. | started off on 
my little rap on existential dilemmas but cut it short when he told me he’d 
not read The Stranger. In fact, | was only half-through my explanation of 
educational implications of No Exit when his eyes began to glaze. At that 
point he shifted gears on me: He started asking me about discipline and 
classroom control and all of that. He didn’t seem much interested in what 
| had to offer kids. In fact, | think | would have really impressed him if | 
had come down four square for cattle prods as a disciplinary measure of 
last resort. Weird. He'd sure never have hired Jean Jacques Rousseau. He 
' didn’t seem too impressed with me either.” 


Statement from a teacher candidate just returned from a job interview 


Let’s Ponder 
Read the paragraphs above. Then, respond to the following questions. 


1. What does the description of the interviewer suggest about poss- 
ible values of the community and the school leadership from 
which he comes? Is he unusual? Why, or why not? 


2. Do you think school district personnel, particularly those 
charged with interviewing prospective teachers; tend to be at the 
forefront of social change? Why, or why not? 


3. How do you react to the general attitude of the individual who 
was interviewed? Do you think the reactions of this individual 
are typical? Why, or why not? 


4. To what extent would an individual seeking a teaching job keep 
quiet about his own convictions and appear to accept those that 
he believes to characterize the interviewer? Is there a line be- 
tween “selling out” and being “sufficiently prudent” to assure 
that the possibility that a job will be offered remains open? 


5. If you were to give some advice to the individual who made the 
statements in the above paragraphs, what would that advice be? 
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or university placement center. An interview may be scheduled. And 
other things may have to be done. A number of the more common chores 
that go along with finding a teaching position are detailed in the sections 
that follow. 


School-district personnel offices must deal with a tremendous volume 
of mail coming in from individuals inquiring about potential staff vacan- 
cies. One district with whom two of the authors were once associated had 
a total teaching staff of around 225 and usually had from 15 to 20 vacancies 
annually. During the middle and late 1970s, the personnel office in this 
district averaged between 2,500 and 3,000 letters of inquiry per year from 
individuals interested in information about teaching positions. Given this 
volume, it is essential that care be taken in the preparation of the letter of 
inquiry to simplify the work of the personnel people who must deal with 
this very heavy volume of correspondence. Some important considera- 
tions are detailed in the following subsections. 


Your Position Preference 


Good letters of inquiry are characterized by very specific reference to 
the grade level and subject that the writer is interested in teaching. It is 
much better to express an interest in “teaching third-graders in an open- 
space school” than to express an interest in “anything you might have 
available.” Clearly an individual looking for a teaching position cannot se- 
riously have an interest in “any” vacancy. When his or her specific interest 
is not mentioned, the personnel office must write a letter requesting more 
precise information. Sometimes, given the press of paperwork in person- 
nel offices, this letter does not get written. Certainly a request for infor- 
mation about potential vacancies of a specific kind will make a better 
impression on personnel-office staff people than a vague and general 
query for information about vacancies. 


Your Availability 


A letter to a personnel office should include information relating to two 
separate kinds of availability: (1) legal availability and (2) temporal avail- 
ability. Districts cannot hire just any certified teacher to fill a vacant posi- 
tion. Rather, they must follow strict state requirements regarding the 
kinds óf teaching permitted to holders of various types of teaching certif- 
icates. Consequently the personnel office is very much interested in know- 
ing exactly what a candidate for a position is legally qualified to teach. A 
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letter of inquiry should always include information about teaching certifi- 
cates held (or, if they are not yet in hand, when they will be issued), the 
subjects for which they are valid, any grade-level restrictions, and the 
dates of expiration, if any. 

Second, it is important that information be provided about when a po- 
sition can be assumed, if offered. Usually a phrase such as “I will be avail- 
able to begin teaching as of August 15” will suffice. Districts need to know 
whether a candidate is looking for a position to begin at the beginning of 
the year, at mid-year, or at some other date. 


Your Student Teaching 


It is well to include a few brief comments about student teaching in a 
letter of inquiry. Many personnel directors consider student teaching the 
most important part of the preservice teacher-education program. Fre- 
quently a special effort is made to contact individuals who worked with 
prospective teachers during the time of their student teaching. Given this 
interest, it makes sense to include the dates and places of student teaching 
(include the relevant addresses) and the names of the supervising teachers 
and the building principal. 


Your Address and Phone Number 


No letter of inquiry should be sent without the writer’s address and 
phone number. Sometimes vacangies develop late in the summer that 
have to be filled in a hurry. A busy personnel office will not spend time 
looking up the addresses and phone numbers of individuals who have 
been in contact with the district about possible teaching positions. Rather, 
they will go to the file of letters that have been received and take phone 
numbers and addresses directly from the letters. Clearly a candidate who 
has failed to provide this information has diminished greatly his or her 
chances of being contacted. 

Sometimes people fail to include phone numbers and addresses because 
they contemplate a move. This is a mistake. An address and phone num- 
ber of a parent, other relative, or friend who is likely to know the where- 
abouts of the individual seeking a teaching position should be included. 
If a move is contemplated at a future date and a new address and phone 
number are known, a phrase such as the following ought to be included: 
“Until June 4th, I will be at 603 Maple Drive, Falls City, Texas 77899 
(phone: 713-865-9987). After that date, I will reside at 11186 Gulfplace 
South (phone: 713-889-9007).”” 


Other Considerations 


Inquiry letters should not be too long, certainly no more than two 
pages. If space permits, some mention can be made of cocurricular and 
extracurricular activities that the writer might be interested in supervising. 
Any previous experience in handling activities of this type could be men- 
tioned. Additionally, any other nonteaching kinds of experiences involv- 
ing leadership of young people might be included. 

The successful letter of inquiry must be prepared in accordance with 
sound standards of English usage and ought to have a professional ap- 
pearance. District personnel officials despair over the number of letters 
they receive that are shot through with misspellings, tortured grammatical 
structure, and aimless point-by-point development. Proofreading letters of 
inquiry is critically important. Until such time as a personal interview may 
be scheduled, the impression that a district gets of a candidate is based 
almost entirely on his or her letter of inquiry. A shoddy letter may ruin 
chances for serious consideration. 

In times past, some districts preferred to have teaching candidates sub- 
mit letters of inquiry in their own handwriting (this particularly tended to 
be true when elementary-school teachers were being sought). The idea 
was that the quality of the handwriting in the letter could suggest some- 
thing about how well a prospective teacher might model good handwrit- 
ing for youngsters. Today, because of the quantum jump in the number 
of letters of inquiry that many districts receive, the issue of easy readability 
has become more important to most district personnel officers. If hand- 
writing is exceptionally legible, certainly it is still all right to submit hand- 
written letters of inquiry, but for most people, typewritten letters represent 
a better choice. Further, given the volume of mail that must be read, it 
represents a good investment for candidates who are not good typists to 
have letters typed professionally on machines using carbon-coated plastic 
ribbon. These machines make exceptionally readable copy, which will be 
appreciated by personnel office people. 

Letters should be prepared on a heavy stock paper, preferably 20- 
weight. Onion skin should be avoided. Also, any paper that is not cut to 
a standard 81⁄2" x 11” size should not be used. Inquiry letters get filed in 
standard file folders. In time, a thin paper such as onion skin, will fall to 
the bottom of the folder and may become lost. The possibility of loss also 
recommends against the use of nonstandard-sized papers. 

Though there may be a few personnel directors who feel differently, 
most do not appreciate receiving letters of inquiry on postcards, First of 
all, the size of a postcard does not allow the candidate to be specific about 
the kind of position desired, certificates held, cocurricular interests, ad- 
dress and phone number, and so forth. Second, a postcard gives the 
impression of someone seated at a table somewhere behind a stack of a 
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LETTER OF INQUIRY 
Ms. Pricilla Wichner 
Personnel Director 


Forestwood Centre Public Schools 
Forestwood, Indiana 


Dear Ms. Wichner: 


I am majoring in cirriculum and instruction. | might decide to teach when 
I’m through. My parents say | would be a good teacher. And, | have done 
alright in my college classes. 


l need to know immediately the various jobs | could get in your district. 
Hope to get to meet you personnaly sometime real soon. 


Thanks alot, 
J. C. Smithers 


Let’s Ponder 


Read the letter above. Then, respond to the following questions. 


1. What are your general reactions to the letter? 
2. What grammatical problems do you note? 


3. Are there any informational problems in the letter? Are some 
essential elements missing? 


4. How would a school district personnel official likely react to this 
letter? What kind of a response do you think would be forth- 
coming from the school district? 


5. If you had a chance to talk to J. C. Smithers, what kind of ad- 
vice would you provide regarding how the letter might be im- 
proved. 


a 
FIGURE 20-2 
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hundred postcards and a list of school district addresses and requesting 
vacancy information from everywhere. It is easy for a district personnel 
official to conclude that someone who sends in a postcard has no very 
serious interest in the district that receives it. Finally, postcards tend to 
become buried at the bottom of personnel file folders. 

Every letter of inquiry should be written by the individual seeking the 
teaching position. Many district personnel people gnash their teeth when 
they get a letter reading something like this: “My husband will be finish- 
ing up his education program this spring. Please send us any information 
you might have about openings.” A letter on behalf of someone else 
flashes a message to the district personnel staff that the “someone else” 
must have precious little interest in a position to allow another person to 
assume his or her responsibility for making job contacts. Letters written 
by others have a high likelihood of leaving a negative impression on per- 
sonnel officials. 


The following points should be kept in mind about the letter of inquiry. 
References should be made to: 


. Specific position desired. 

. Kinds of certificates held. 

. When a position could be assumed. 

. Place of student teaching and people involved. 
. Address and phone number. 


Ok Ne 


Letters should be typed (unless handwriting is outstanding) on heavy 
(preferably 20-weight) bond paper of a standard size (8⁄2" x 11”). 


Résumés are known by a variety of labels in education. A résumé pre- 
pared by a university-level professional, for example, is usually termed a 
vita. Other terms that are more or less synonymous with the term résumé 
are dossier and personal data sheet. By whatever label it is known, a résumé 
represents a very compact summary of a number of details respecting a 
single individual. Rarely very long, résumés are designed to provide those 
who read them with a quick impression of the characteristics and qualifi- 
cations of the individual described. 

Occasionally résumés are sent to school districts as attachments to let- 
ters of inquiry. School personnel officials with whom the authors have 
chatted are divided on the merits of this practice. Although none has said 
that a résumé is regarded negatively, some have said that, given the vol- 
ume of mail that must be processed, résumés may be given scant atten- 
tion. Other personnel people, however, suggest that they appreciate 
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having the résumé available for quick reference should an unanticipated 
vacancy develop. Almost always, a résumé of some kind will be placed in 
professional files established by most teaching candidates at their college 
or university placement offices. 

Good résumés communicate clearly and efficiently. This kind of com- 
munication requires a systematic organizational format. Further, it re- 
quires careful proofreading to ferret out spelling errors and typographical 
errors (résumés must be typed) that may leave a negative impression with 
the reader. Typically, a résumé provides specific information regarding 
such areas as the following: 


. Personal data. 

. Educational background. 

. Teaching certificates held. 
. Experience. 

. Honors. 

. Professional memberships. 


DARNE 


Descriptions of the kinds of information typically included under these 
headings are provided in the following subsections. 


Personal Data 


This section includes an address and a telephone number where the 
candidate can be reached. Additionally, information is typically provided 
regarding such things as date of birth, marital status, and military service 
experience. 


Educational Background 


In this section are included the names of the elementary and high 
schools attended. The dates of high school and college or university grad- 
uation are specified. The names of the degrees received (or anticipated) 
are noted as well. If there have been other educational or training expe- 
riences, perhaps obtained while on active military duty, these may be 
included. 


- Teaching Certificates Held 


In this section, the names of the teaching certificates held (or about to 
be held) are listed. If there are expiration dates attached to these certifi- 


* 


cates, this information is also provided. Finally, the subjects that the cer- 
tificates authorize the candidate to teach are generally listed in this section. 


Experience 


All employment experience is listed under this heading. Names of em- 
ployers, names of immediate supervisors, and dates of employment are 
typically included. Additionally, any experiences involving work with 
youngsters—particularly where a leadership role was involved, even of 
a voluntary nature—can be included here. For example, service as a 
Sunday-school teacher or as a counselor at a scout camp would be 
perfectly acceptable entries in this section. 


Honors 


Scholarships, awards, prizes, and other recognitions can be included in 
this section. If there are a wide number of these from which to choose, 
those with the clearest relevance to education should be selected for 


inclusion. 


Professional Memberships 


This section is reserved for information regarding memberships in or- 
ganizations that have a clear relevance to professional education. Positions 
of leadership, if any, in any such organizations should be noted also. 
Work in student education societies and in such national groups as Kappa 
Delta Pi can be included in this section of the résumé. 


Some artistry is involved in preparing a résumé. The six categories listed 
above are not mandatory for all résumés, though most will probably in- 
clude them. There may be some value in an individual situation to adding 
other categories that provide additional information that might prove of 
interest to someone considering the qualifications of candidates for teach- 
ing positions. In some situations, too, it may be advisable not to list one 
of the six categories mentioned above. A reason for not including some- 
thing will become clear from an examination of a real résumé. Spend a 
few moments looking over the résumé for Eric C. Rogers in Figure 20-3. 

Basically, the Rogers résumé suffers from no serious deficiencies. It is 
concise, the headings are clear, and the general physical appearance is 
good. It probably would have been a good idea for this individual to de- 
lete the section on honors. As there is nothing to list in this category, there 
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RESUME 
ERIC CARLETON ROGERS 


1. PERSONAL INFORMATION 


Year of Birth: 1956 a 

Marital Status: Married (Wife: Sue Ann. No Children) 

Military Service: U.S. Army Signal Corps, 1974-1976) 

Address and Phone Number: 800 West 14th Avenue 
Spokane, Washington 99204 
(509) 696-0987 


2. EDUCATIONAL BACKGROUND 


Roosevelt Elementary School, Spokane, WA, 1962-1968. 

Sacajawea Junior High School Spokane, WA, 1968-1970. 

Lewis & Clark High School, Spokane, WA, 1970-1974 
(diploma 1974) R 

Western Washington State University, Bellingham, WA, 
1976-1980, (bachelor of arts degree in English, 1980). 


3. TEACHING CERTIFICATES HELD 


Provisional Secondary (State of Washington) expires 1983. 
authorized teaching fields: 1. English 
2. French 


4. EXPERIENCE 


Junior Assistant Scoutmaster, Troop 31, Spokane Area Boy 
Scouts of America, 1973-1974. 

Instructor - Basic Signal Course, Fort Devens, Massachusetts, 
1975-1976. 

Counselor, State of Washington “Boys State” Program, summer 
1977. Í ‘ 

Student Teaching - Auburn Senior High School, Auburn, Wash- 
ington, spring, 1980. (Supervising Teacher: Mrs. P. Drehr. 
Principal: Mr. Amos Grant. Address: “Auburn Senior High 
School, 4th Avenue East, Auburn, Washington 98002). 


5. HONORS 
None 
6. PROFESSIONAL MEMBERSHIPS 


National Student Education Association (President, Western 
Washington State University Chapter, 1979). 


FIGURE 20-3 
480 


Professional Considerations 


is no point in including it in the résumé. Indeed, to some eyes, the blank 
space may seem to make a negative statement about the individual. 


The vast majority of school districts, assuming some vacancies are an- 
ticipated, will respond to a letter of inquiry from a prospective teacher 
with both a short letter and a formal application form. Though application 
forms have been greatly streamlined in recent years (in large measure, be- 
cause of the heavy volume of paperwork that today’s personnel offices 
must process), still they can be intimidating to prospective teachers. Each 
application form has a few individual quirks of its own, but some features 
tend to appear in nearly all of them. Many request information such as 
the following: 


. Name, address, and phone number of the candidate. 
Specific teaching position desired. 

. Specific date on candidate availability. 

. Teaching certificate(s) held and subjects authorized to teach. 
. Coaching capabilities (if any). 

. Extracurricular interests. 

. Details regarding student teaching. 

. Reasons for applying to this district. 

. Candidate’s philosophy of education. 

. Credentials from candidate’s placement center. 


PaONaUAWNHE 


m 
© 


Applications must be completed carefully. Most are accompanied by 
rather explicit instructions as to how this is to be accomplished. If the in- 
structions say that the form is to be handwritten, then it must be hand- 
written. Otherwise it is better to type the form. The responses expected 
in most categories can be discerned fairly easily from the questions asked. 
However, some candidates are bothered by the usual request for an ex- 
planation of their philosophy of education. (On many application forms, 
this question is followed by an ominously long blank space that may take 
up as much as an entire page.) : 

Personnel directors report that, although they do have some interest in 
the philosophical positions of teaching candidates, they are much more 
interested in how these candidates express themselves in writing. The 
“philosophy-of-education” question provides personnel staff people with 
an opportunity to identify efficiently candidates who are extremely defi- 
cient in written communication skills. Considering that clarity of expres- 
sion is the real interest of those who will be reading the responses to these 
questions, the responses on this section of the application must be pre- 
pared carefully. Certainly a professional job of proofreading is a must. 


Applications 
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Once an application is completed, a copy should be made for the can- 
didate’s own files. Should an interview be scheduled as a result of a dis- 
trict’s review of the application, the candidate can review the copy that he 
or she has made to refresh his or her memory regarding the kinds of re- 
sponses that were prepared for the various questions on the form. Addi- 
tionally, the copy can prove useful when she or he is completing applications 
from other districts. Because many questions on application forms from 
different school districts are the same, if a completed copy of one appli- 
cation is kept it can be referred to as a source for responses when similar 
questions are encountered on other applications. 


Nearly every college and university has a placement office of some kind 
dedicated to helping graduates find initial employment. At large institu- 
tions, there typically are individuals in these placement offices who work 
exclusively with teacher placement. In a few colleges and universities, 
there are entire educational placement offices that are physically distinct 
from the placement offices serving graduates in other areas. 

Placement offices provide a number of services. As noted previously, 
they serve as a clearinghouse for information regarding job vacancies. Fre- 
quently lists of such vacancies are mailed to individuals who are registered 
with the office, and they are posted in various places around the campus. 
Many placement offices update these lists at least monthly, and even more 
frequently during the prime hiring period from February through August. 

Placement offices arrange for interviews between prospective employers 
and teaching candidates. Typically, the representatives of school-district 
personnel offices are invited to the campus to interview the candidates. 
When a visit is about to occur, the placement office makes known the date 
or dates that the interviewer will be on campus. Individuals interested in 
interviewing are asked to sign up for an appointment with the placement 
office. Most placement offices have interviewing spaces within their own 
facilities. In large colleges and universities, where numbers of interviewers 
may be on campus at the same time, large numbers of interviews may be 
scheduled at one time. The Educational Placement Center at Texas A & M 
University, for example, reports that on some occasions nearly forty inter- 
views may be going on at one time. 

Most placement offices require teaching candidates to go through a for- 
mal registration process. Typically this involves the payment of an initial 
fee. Frequently, too, small annual fees are required for individuals who 
wish to be kept on an “active” list, that is, to have the right to take ad- 
vantage of the services offered by the placement office. Part of the regis- 
tration at a placement office involves the preparation of a set of materials 

s known as a credentials file. (This term is not used uniformly. At some-in- 
stitutions these papers are known as professional dossiers, placement papers, 


professional files, or by some other term. There tends to be a great similarity, 
however, in terms of what these sets of papers contain, regardless of the 
term used to describe them.) 


The Credentials File 


The credentials file is a collection of specific information about an indi- 
vidual teaching candidate. Typically such a file contains the following 
components: 


1. A résumé. 
2. A list of the courses taken. 
3. Letters of recommendation. 


When a candidate makes a request to the placement office or when a re- 
quest comes to the placement office directly from an interested school dis- 
trict (provided that the candidate has given the placement office permission 
to release his or her files on request by a district), the placement office 
makes a copy of the complete credentials file and sends it to the personnel 
office of the school district. Thus, once a credentials file has been estab- 
lished, the candidate is free from the chore of gathering together this in- 
formation each time he or she wishes to send it to a school district. 
Ordinarily a call or a letter to the placement office results in the credentials 
file's being expeditiously copied and mailed. Sometimes there is a small 
fee for this service. A few placement centers around the country make no 
charge for mailing out credentials files up to a given number per year. (For 
example, there might be no charge as long as no more than ten requests 
are made in a calendar year.) 

Many teachers continue to work with the placement office at the college 
or university from which they graduated for years after the completion of 
their program. For example, the wife of one of the authors has maintained 
a credentials file at the University of Montana, where she was initially cer- 
tified to teach, even though she has never taught in the state of Montana. 
As credentials files can be mailed anywhere, it makes little difference 
where they are kept. The files can be updated periodically by teachers 
who are employed. This involves adding new recommendations and 
other information relating to employment experience. Most placement of- 
fices have special updating forms that they send on request to the people 
whom they serve. 

Though requirements vary considerably from placement office to place- 
ment office, generally about three or four recommendations are required 
when a credentials file is being established. Ordinarily one of these rec- 
ommendations must come from the teacher who supervised the candidate 
during his or her student teaching. Other recommendations might be re- 
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quested from education professors, professors in subject areas, employers, 
and others who can attest to the candidate's talents and character. 

In the selection of individuals to write recommendations, several con- 
siderations should be borne in mind. First of all, individuals should be 
selected who are capable of providing information about a candidate of a 
type that would be of real interest to a school-district personnel official. 
Clearly those individuals who have observed the candidate working with 
youngsters, for example, can speak to issues likely to be of more interest 
to an employer of teachers than the comments of individuals whose only 
contact with the candidate has been in other situations. 

A surprisingly large number of candidates make the mistake of sending 
a recommendation form to someone whom they have not asked to com- 
plete a recommendation. Aside from the violation of common courtesy, 
such a practice can result in a recommendation that is lukewarm at best. 
Almost always, a recommendation will be better if the candidate takes the 
time to ask the individual who is to write it whether he or she would 
be willing to do so. In addition to making a positive impression, this prac- 
tice can provide an opportunity for a discussion between the writer and 
the teaching candidate that may well refresh the memory of the writer 
regarding some things that he or she might put in the written 
recommendation. 


In summary, placement offices play a very important role in helping 
prospective teachers find their initial teaching position. People who work 
in these offices know their territory well. They are an excellent source of 
information regarding the demand for teachers in various fields and at 
various locations. Happily, too, most tend to be “people-oriented’” indi- 
viduals who recognize the anxieties of teaching candidates as they begin 
preparing to go after their first teaching position. The kindness and good 
listening skills of these people are treasured memories of many teachers 
working in classrooms today. 


Almost no teachers are hired without a personal interview. Indeed, in 
some districts, several interviews may be required. For example, in one 
suburban district outside Houston, where team teaching is featured in the 
schools, teaching candidates are interviewed three times. They begin with 
an interview by the district's personnel office; then they are interviewed 
by a building principal; then they are interviewed by other members of 
the teaching team to which they might be assigned. 

Many prospective teachers approach interviews with a very high level 
of anxiety. This is certainly to be expected in that a successful interview is 
a necessary preliminary to an offer of a teaching position. Although not 
all anxiety can be eliminated, still there are things about interviews that 
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a minister who knows you 
the teacher who supervised you during student teaching 
your freshman English instructor in college 
your favorite professor in you'r academic specialization 
your uficle 
the principal of the school where you did your student 
teaching 
7. your father’s employer 
8. the administrative head of the youth agency where you worked 
as a volunteer counselor last summer 
9. your shift boss at McDonalds 
10. your education advisor 
11. a teacher you had in high school 
12. the principal of the high school you attended 
13. a teacher of an education methods course 
14. your drill sergeant from basic training 


CHE OE BS ag a 


Let’s Ponder 


Suppose you were preparing to put together your credentials file at the 
placement office on your campus. Your placement center wants you to 
get recommendations from at least three people. A special form has been 
provided that you are to give to the three people you select. You have de- 
veloped the above list of 14 people whom, possibly, you might ask. Look 
at this list as you respond to the following questions. 


1. Which of these individuals would you be able to provide the 
most specific information about your ability to work with young 
people? Which individuals would have no information about 
this subject? 

2. Which of these individuals would be able to provide the most 
specific information about your grasp of your subject area? 
Which individuals would have the least information about this 
subject? 

3. Which of these individuals would be able to provide the best in- 
formation about your ability to get along with other adults? 
Which individuals would have the least information about this 


subject? 

4, Which of these individuals could best attest to your general 
“character?” Which individuals would have the least informa- 
tion about this subject? f 


5. Given this list, which three individuals would you choose? Why? 
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teaching candidates should know that can keep the level of unease at a 
manageable level. (It should be noted here that most interviewers recog- 
nize that candidates may be somewhat nervous initially. Most are very 
skilled at making the people they are interviewing feel at ease. One teach- 
ing candidate, a friend of one of the authors, reported that as the inter- 
view went forward, he sensed his anxiety slipping away like “air escaping 
slowly from a loosely tied balloon.”) 

Interviews provide an opportunity for two kinds ofginformation. They 
serve as opportunities for school representatives to supplement the infor- 
mation they may have discerned from the credentials file about the can- 
didate’s likelihood of success as a teacher in their district. They also 
provide a chance for the candidate to “interview” the district, that is, to 
ask questions related to the kind of environment he or she might be ex- 
pected to confront should a position be offered and accepted. 


What Interviewers Tend to Ask 


Though there are obviously differences in interviewing style among the 
thousands of representatives of school districts who interview prospective 
teachers, still there are patterns that characterize large numbers of inter- 
viewing sessions. It is very common, for example, for an interview to be- 
gin with a warm greeting and some general questions to the candidate 
about his or her personal background. Frequently there will be queries 
about parents and other family members. Interviewers typically have little 
interest in specific responses to these kinds of questions. They are asked 
primarily to relax the candidate and to get him or her used to responding 
to the interviewer's questions. 

Once an easy climate of communication has been established, the inter- 
viewer begins to turn to more substantive issues. Nearly all school districts 
are concerned about the capacity of new teachers to control the youngsters 
in their charge. Questions related to classroom management and disci- 
pline crop up in many many interviews. Candidates need to be prepared 
to respond to questions regarding their approach to maintaining decorum 
in the classroom. 

Questions concerning the organization of instruction occur with a good 
deal of frequency. There is some suspicion among public school people 
that a many beginning teachers think that they can teach the subjects they 
learned in college with very little adjustment of their college class notes. 
Specific questions about topics and methods of presentation uniquely 
suited to the special needs of public school youngsters may be asked as 
the interviewer attempts to probe the extent to which the candidate has 
thought about the issue of adjusting the sophistication of his or her pro- 
gram to an appropriate level. 

To determine the extent to which a prospective teacher has taken the 


time to become familiar with the instructional materials published for pub- 
lic school youngsters, interviewers sometimes ask candidates about the ti- 
tles of textbooks (for school use) in their subject areas with which they are 
acquainted. It makes sense for candidates to make a special effort to learn 
something about the range of such materials well in advance of the 
interview. 

At all levels of public education, there are concerns about the reading 
difficulties being experienced by learners in the schools. Given this situa- 
tion, even those teaching candidates interviewing for high school posi- 
tions may get questions about how they would deal with youngsters who 
have severe reading problems. Candidates who can speak with some de- 
gree of specificity about readability formulae, Cloze tests, and the other 
devices used to diagnose reading difficulties will make a positive impres- 
sion on interviewers. This is particularly true when the candidate is a sec- 
ondary-education person who would not automatically have been exposed 
to such information in most teacher preparation programs. 

Generally questions relating to interests in working with athletic teams 
and with other extracurricular/cocurricular activities may be expected. 
School administrators need teachers who not only can do an adequate job 
of working with youngsters in classrooms but will also lend a hand with 
the many other responsibilities assumed by schools that provide a com- 
prehensive educational experience for youngsters. Teaching candidates 
who can demonstrate some experience and some interest in dealing with 
youngsters in out-of-the-classroom settings will very likely prompt a good 
deal of interviewer interest. 

Finally, in almost all interviews, opportunities are provided for candi- 
dates to ask questions about the district. Invitations to do so may come at 
various points throughout the interview, or they may be offered toward 
the end of the session. When invitations to ask questions are extended, 
the candidate should have some questions in mind. Most interviewers are 
not impressed by individuals who have not thought enough about the 
position they are seeking to have formulated any questions. 


What Kinds of Questions Should Candidates Ask Interviewers? 


Teaching candidates should go into an interview with a number of 
questions in mind regarding the school district and the school in which 
they might be teaching. Interviewers expect such questions. Further, if 
hired, the candidate is going to be spending a significant portion of his or 
her life working as a teacher. A decision to commit oneself to this kind of 
an obligation should be taken only when as much evidence as possible 
about the employment environment is in hand. 

Certainly questions about the community are in order. Are the parents 
supportive of the schools? What is the percentage of college graduates? 
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How are the working relationships between the parents and the teachers? 
What happens to most of the youngsters when they finish high school? 
These questions and others of this type are legitimate concerns of begin- 
ning teachers. Teaching candidates should not hestitate to ask about these 
matters during an employment interview. 

Questions about organizational arrangements in the schools are also ap- 
propriate. Some individuals seeking teaching positions do not wish to 
work in a team-teaching situation. They need to find out from their inter- 
viewer whether they would be obligated to work as a member of a teach- 
ing team, if hired. Are any of the buildings constructed on an open-space 
plan? What administrative arrangements characterize the high schools? 
The elementary schools? What is the school calendar like? These and other 
questions relating to organizational matters might well be asked. 

Beginning teachers often have concerns about how well they are doing 
their jobs. Sometimes, too, they have ideas but are not quite sure they will 
work. In thinking about potential concerns regarding teaching their sub- 
jects, teaching candidates should be prepared to ask interviewers about 
the kinds of support services that the district offers to teachers. Are there, 
for example, central-office curriculum specialists in all subject areas? Are 
these people willing to come out to individual buildings and work with 
the teachers? How about instructional-materials resources? Is there an ad- 
equate media center? Are the laboratories well equipped? 

Questions about the school day represent another legitimate concern. 
Do all teachers have a planning period? How long is it? Are the teachers 
expected to supervise in the lunchrooms? Who is responsible for the 
youngsters’ being loaded on buses at the end of the day? Do the teachers 
patrol the playground? Do the buildings have teachers’ lounges? What 
kind of parking facilities are there for teachers at school? What kind of 
cocurricular/extracurricular responsibilities do the teachers have? 

Finally, it is important for prospective teachers to know something 
about the relative level of teachers’ involvement in the decision-making 
process in the district, particularly as it relates to the curriculum. Is there 
a central-district curriculum committee that includes teachers? Are there 
curriculum committees in individual schools? Who decides what textbooks 
are used? Do the teachers have some discretionary money in the school 
budget with which to order materials for their own classes? Can the teach- 
ers recommend the purchase of films and other instructional resources? 
All of these questions are important. The answers can suggest a good deal 
about how a district perceives its teachers. 


Most interviews do not last long. Though times vary greatly, probably 
about twenty minutes is an average. Interviews that take place in place- 
ment offices tend generally to be shorter than those set up for a candidate 
in a school district office. The reason is the necessity to schedule a number 


of teaching candidates to see an interviewer whose time on the campus is 
limited. 

It should be recognized that actual employment contracts are offered 
only rarely at the conclusion of an interview session. Typically interview- 
ers take notes on what has transpired and discuss the interviews later, 
perhaps with school administrators and others in the personnel office, on 
their return to the district. When a decision is made to offer employment 
to a candidate, a contract will arrive by mail stating all the conditions of 
employment. Should the candidate find these satisfactory, he or she signs 
the contract and mails it back to the district. Usually, when this has been 
done, the candidate can rest assured that he or she has been hired. Le- 
gally the contract does not become official until it is received by the dis- 
trict, presented to the school board, and voted on by the school board. 
Practically speaking, except in the rarest of cases, the school board auto- 
matically votes approval of all teachers’ contracts forwarded to it for action 
by the district administration. 

In summary, the interview represents a very important link in the pro- 
cess of changing one’s status from that of teaching candidate to that of 
teacher. Successful interviews demand careful preparation. Candidates 
need to be prepared to ask questions of their own as well as to respond 
to the questions put to them by the representatives of the school districts 
who are looking for teachers. 


1 Most people preparing for careers in teaching begin serious planning for job 
hunting during the final semester of their preservice training program at their 
college or university. Districts tend to begin considering candidates shortly 
after the beginning of the new year. Interviewing activity accelerates dra- 
matically during the months of mid and late spring. Most actual hiring is 
done from mid spring through August. 

2 Securing a teaching position involves a certain sensitivity to public relations 
issues. Those who are hired tend to be people who, in the eyes of the dis- 
trict professionals responsible for personnel selection, reflect standards of 
conduct consistent with community standards. 

3 There are numerous sources of information about teaching vacancies. A 
good deal of this information gets passed informally from individual to in- 
dividual. Many student teachers learn about potential vacancies from casual 
conversations in teachers’ lounges during their student-teaching experience. 
Another very important source of such information is the university or col- 
lege placement office. The placement office typically receives notifications 
of most vacancies occurring in the state in which the placement office is 
situated. It also gets some information from other states. Teaching candi- 
dates wishing to teach in states other than that in which they were trained 
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1. How much can I be making in ten years? 

2. Do you have any math supervisors in your central office? 

3. Do teachers have to stay after school to help out with activities? 

4. Will | be able to use some of my own ideas about teaching 

math? 

Do | have to go to the football games? 

Who will be my immediate supervisor? 

About how many students might | expect in a class? 

Do most people who graduate go on to college? 

Is housing that teachers can afford available within a reasonable 

distance of the school? 

10. Do teachers have to take inservice courses to keep in good 
standing with the district? 

11. Are there other young teachers in the school? 

12. Do teachers have to live in the school district? 

13. Can married teachers teach in the same building? 

14. Who evaluates teachers’ performance? 

15. Do teachers ever have a chance to request a transfer to another 
building? 


enti a 


Let’s Ponder 


Suppose you were preparing to interview for a teaching vacancy and were 
preparing a list of some questions you might ask the representative from 
the personnel office of the school district. Look at the questions listed 
above as you respond to the following questions. 


1. Which one of these questions would you ask first? Why? 


2. Would any one of these questions be an especially poor choice 
as a first question to ask? Why do you think so? 


3. If you were to identify the five best questions from this list, 
what would they be? What makes these questions better than 
the others? 


4, If you were to identify the five worst questions from this list, 
what would they be? What makes these questions worse than 
the others? 


5. Selecting some of these questions if you wish and developing 
others of your own, prepare a list of 10 questions you would 
like to have answered in an interview with a representative of a 
school district. List questions in the order in which you would 
ask them. What reasons do you have for selecting this order? 
SS TE SS SS SP TSE Be 
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frequently find it profitable to contact university or college placement cen- 
ters in those states in which they have an interest in teaching. Other va- 
cancy information can be had by writing letters of inquiry directly to school 
districts. 

4 Letters of inquiry to school districts need to be both brief and specific. They 
should alert district personnel officials to (1) the position being sought, 
(2) the credentials in hand, (3) address and phone number, (4) the date of 
earliest availability, and (5) other specific information clearly tied to com- 
petencies characterizing successful classroom teachers. 

5 Résumés are compact collections of information about a given individual. 
Rarely do they run to more than a few pages in length. Their purpose is to 
give a great volume of information about a given individual in a very brief 
space. Résumés are occasionally included in letters of inquiry to school dis- 
tricts, Almost always, they become part of a candidate's professional cre- 
dentials file. 

6 Almost all school districts require candidates for teaching positions to com- 
plete a formal application form. These forms, though displaying some dif- 
ferences from place to place, tend to be quite similar for most districts. A 
frequent question asked on such forms is “What is your philosophy of ed- 
ucation?” Though there is some interest in the substance of this response, 
it more commonly serves the purpose of helping personnel people assess 
the written communications skills of the candidate. 

7 Nearly every college and university has a placement office. The placement 
office (1) arranges for interviews, (2) prepares and distributes copies of 
professional credentials files, and (3) alerts registrants to teaching vacancies. 

8 Very few teachers are hired without a personal interview. Indeed, some dis- 
tricts require multiple interviews. Interviews provide districts with informa- 
tion about the teaching candidate. As importantly, interviews can provide 
the teaching candidate with information about the school district. 


Directions: Using your own paper, answer each of the following true/false ques- 
tions. For each correct statement, write the word true on your paper. For each 
incorrect statement, write the word false on your paper. 


1. One important source of information about vacancies in 
school districts is the district itself. Such information can be 
obtained by a candidate who writes a letter of inquiry. 

2. It is probably true that a high percentage of school person- 
nel-office officials have a rather conventional outlook re- 
garding the kinds of dress and patterns of speech that are 


“appropriate.” 
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3. When going for an interview, it is a good idea for the can- 
didate to prepare in advance a number of questions to ask 
about the district. 

4, When thinking about getting people to write recommen- 
dations for inclusion in the credentials file, it is a sound 
practice to talk to the people first before making the request. 

5. In writing a district about a potential teaching vacancy, it is 
better to write a brief note on a postcard than a formal 
letter. 

6. It is always a mistake for a candidate for a teaching job to 
ask questions about the district. It is the candidate's role to 
answer the questions of the interviewer, not to ask questions. 

7. Most school districts require individuals seeking employ- 
ment as teachers to complete a formal application form. 

8. It is possible, in most cases, for teachers to add material pe- 
riodically to their credentials files at university placement 
centers even after they have graduated. 

9. Few districts hire schoolteachers without first having a face- 
to-face interview. 

10. Because of their experience in working with youngsters in 
the classroom during student teaching, few prospective 
teachers are anxious as they approach their first job interview. 


Most prospective teachers begin thinking about finding an initial teach- 
ing position during the last part of their preservice preparation program. 
Typically, during this time, they prepare résumés, send letters of inquiry 
to districts that may have vacancies, establish a credentials file with the 
college or university placement office, and try to arrange for interviews 
with school-district personnel people. 

In general, preparing for the task of securing employment requires care- 
ful attention to detail. Communications with school districts, for example, 
must be error-free from a grammatical point of view and must be written 
with a clarity sufficient for school district officials to determine whether or 
not any vacancies in the writer's area or areas are anticipated. Further, in 
working indirectly and directly with school district officials, a rule of com- 
mon sense applies regarding such things as dress, manners, and patterns 
of speech. School districts operate in a political milieu, and consequently 
those officials responsible for hiring new teachers try to find people who 
will fit smoothly into the style of life characterizing the community. Some 
beginning teachers find that they have to compromise a few of their own 
personal convictions initially as a trade-off for securing employment. 
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This chapter will help the reader to 


1 


Identify personal values. 


2 Clarify the relationship between personal values and the role of the teacher. 


3 Identify factors that are rewarding and frustrating in teaching. 
4 Make a decision regarding education as a career. 


5 Identify the types of settings where he or she would like to teach. 


Directions: In place of the usual pretest, this chapter has a values inventory. Read 
through each of the items listed below and check whether or not that particular item 
is of very high priority for you, of high priority, of intermediate priority, of low 
priority, or of very low priority. Be completely honest in your response to the items. 


1 


. I have a desire to make a contribution 
to society. 

. I want to work in an environment where 
I have a great deal of freedom to be 
myself. 

. I want to communicate the excitement 
of some of the ideas in my subject area. 

. I like to help individuals deal with 
problems. 

. I want a job that is considered impor- 
tant by others. 

. Economic security is an important goal 
for me. 

. I want a job that provides a great deal 
of stability. 

. I want a job that is relatively free from 
continual evaluation by individuals ex- 
ternal to my profession. 

. I would like a job where good perfor- 
mance is recognized and reinforced. 

. To me, a job is only of secondary im- 
portance. The main thing is to enjoy 
life. 

. Being excited by others is very impor- 
tant to me. 

. I want a job where working conditions 
are pleasant and nonthreatening. 


High 


Very 


Intermediate 


Low 


Very Low 


As we near the conclusion of this book, you should be doing some very 
serious thinking about one of the most serious decisions you will ever 
make? Should you choose teaching as a career? Or should you do some- 
thing else? 

In writing this book, the authors have attempted to present an honest 
and balanced view of teaching. We have examined the problems and frus- 
trations of teaching along with its rewards. Certainly any decision about 
a career should be based on a full knowledge of the pluses and minuses 
rather than on “romantic” notions that may be far from reality. 

Every year, many teachers in this country decide that teaching is not for 
them. Although some turnover is certainly to be expected in any occu- 
pation as people's interests and priorities change, still some of these peo- 
ple leave because professional education failed to live up to their erroneous 
preconceptions of what teaching is all about. To some degree, at least, er- 
roneous impressions result from the mistaken notions that many begin- 
ning teachers have that they “know all about teaching” because, after all, 
they were once learners in schools. 

It is all too true that many aspects of teaching are “invisible” to the 
learner in the classroom. Few learners, for example, have opportunities to 
witness their teachers spending long hours preparing for lessons and 
grading papers on weekends. Learners rarely see teachers pick up their 
checks, scan the disappointingly small total that remains after deductions, 
and wonder whether the rewards are a fair measure of their effort. Few 
learners, too, have recognized the questions that many teachers ask about 
their own competence when they hear critics assail their performance. 

Prospective teachers need to recognize that there are dimensions to 
teaching that they, as learners, never understood. For large numbers of 
teachers, these frustrations are simply “part of the territory.” These pres- 
sures do not diminish their enthusiasm for teaching one whit. The authors 
of this text, for example, remember their public-school teaching days with 
great satisfaction. Though each had days that might best be described as 
eminently forgettable, still, on balance, we found teaching a personally 
rewarding experience. But it must be recognized that there are individuals 
who, exposed to the same demands, find little to be happy about in the 
world of the teacher. Certainly there is nothing at all “wrong” with these 
people. They are simply oriented in ways that prevent them from being 
completely fulfilled as human beings by serving as schoolteachers. 

Because happiness in teaching is so tied up with how people see the 
world, it perhaps is desirable at this time for you to begin thinking both 
about what you find important in life and about what the real demands 
of teaching are. You might wish to review your responses on the checklist 
at the beginning of this chapter. Taken collectively, what do your re- 
sponses say about your priorities? What things in life are most important 
to you? i 

Having thought through your responses to these questions, you need 
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next to take a look at your own personality and decide how compatible it 
is with the world of teaching. The previous chapters of this text have pro- 
vided a good deal of information regarding the dimensions of teaching. 
How does this information square with your own set of personal values? 
For example, if you prize financial security, does the available information 
suggest that you would be happy in teaching? Why, or why not? If you 
have a high need to work in a high-status profession, is teaching the an- 
swer? Why, or why not? You might wish to consider a number of such 
questions as you begin working toward an answer to the question of 
“Should I teach, or should I do something else?” 

Many people who go into teaching have not taken the time to do a se- 
rious self-analysis. They have not examined their basic values and thought 
through the issue of whether teaching was really right for them. A num- 
ber of teachers have entered the profession motivated by reasons that may 
not be sound. A number of these reasons are described in the sections 
that follow. 


Although they are reluctant to admit it, many people seem to choose 
teaching by default. They are simply unaware of other career options. This 
tends to happen frequently when an undergraduate is attracted to a sub- 
ject field that seems little connected to the demands of the career world 
beyond the baccalaureate degree. Some may ask, for example, “What 
does a person with a degree in history do except teach school?” 

The “I don’t know what else to do” argument is rarely a sufficient rea- 
son for choosing teaching as a career, Many who go into teaching moti- 
vated only by an interest in their academic subject become very frustrated 
when they begin teaching. They soon discover that many learners do not 
share their enthusiasm. Indeed, many may dislike those subjects that the 
teachers find intensely interesting and exciting. A teacher with a great love 
of literature may soon be disillusioned as he or she finds that a typical day 
is filled with paperwork, the disciplining of learners, and committee meet- 
ings rather than with exhilarating discussions centering on the subject 
matter. Although there are certainly moments when groups of youngsters 
really get “turned on” to academic content, teachers simply cannot count 
on this kind of reinforcement to be always available to compensate for the 
other demands made on them during a typical teaching day. If there is no 
satisfaction at all derived from the nonacademic side of teaching, then 
there is high potential for frustration and unhappiness. 

How do you feel about your own motives for teaching? Are you inter- 
ested in teaching only because of an abiding love of your subject matter 
and some concern that there may be nothing else you can do with your 
degree? If so, you might do a few things before you definitely commit 
yourself to teaching. First of all, you should visit the placement office on 


your campus. Professionals there will be able to discuss with you the ca- 
reer alternatives for individuals with academic majors in your area. 

After chatting with a placement center counselor, you might look at the 
vacancy listings for people who will be graduating with your major. What 
Kinds of jobs are available? What are the demands? What are the starting 
salaries? 

Next, you might check the list of available teaching positions to get 
some feel for the relative demand for teachers in your academic specialty. 
Are there, for example, large numbers of school districts looking for Eng- 
lish teachers? If so, are they looking for individuals to teach literature 
courses or to teach courses in grammar and composition? How do these 
teaching-position vacancy lists look to you? Do the positions look inter- 
esting or not? 

Finally, you might schedule a personal visit to a school classroom of a 
teacher in your own area of specialization. Ask the teacher about his or 
her rewards and frustrations in teaching. Observe the amount of time 
spent on teaching the subject, the motivational level of the class, and the 
depth of treatment of individual topics. Are these as you would have an- 
ticipated? Is this what you would want to do? 

After you have seriously considered alternatives to teaching and teach- 
ing itself, you need to do some serious thinking. What are your options? 
What are the advantages and disadvantages of each? Which option seems 
to fit in best with your own personal goals and values? 


Though few say so publicly, there are a number of individuals who, 
when pressed, admit that they were initially attracted to teaching because 
they felt that the preparation program was not intellectually demanding. 
This perception—in some instances, at least—has been fostered by prac- 
tices of colleges of education that have allowed students to progress 
through programs and be certified with little attention to intellectual rigor. 
When this has happened, it has been only natural for undergraduates to 
presume that education represents a convenient path to a degree for those 
who do not wish to be intellectually taxed. This attitude was reflected in 
a student’s comment to a professor at one institution where education was 
viewed as “academically soft.” When confronted with the possibility of 
being dropped from the education program because of low grades, she 
responded, “All I want to be is a teacher.” 

Fortunately, this kind of teacher preparation program is on the decline. 
With increasing public calls for teacher accountability and a heavy public 
focus on the quality of teacher preparation programs, there has been a 
conscientious effort in the last ten years to upgrade the quality of teacher 
preparation programs across the country. Many institutions are develop- 
ing and instituting competency tests to ensure that teachers have a sure 
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grasp on fundamental knowledge and skills before they are recommended 
for certification. School districts, too, are demanding teachers who are well 
grounded intellectually. 

Rather than being an intellectually shallow profession, teaching de- 
mands a depth of academic preparation in a number of areas. Perhaps 
most beginning teachers are aware that teachers must have a good grasp 
of the subjects they are to teach, but instructional effectiveness demands 
as well teachers who have an understanding of such diverse and sophis- 
ticated topics as the physiological and psychological development of chil- 
dren, the structural elements of knowledge, and the systems approach as 
it is applied to curriculum development and instructional design. Some 
familiarity with philosophy, law, human relations, and other areas is ex- 
pected as well. 

People who think that education is an easy field ought to reexamine 
their choice of teaching as a career. How about your own feelings in this 
regard? Are you prepared to commit yourself to the study necessary to 
become a quality teacher? Would you be comfortable entering the field 
without a solid knowledge base? Would it be fair to your students if you 
were not “academically solid”? You need to think about these questions 
as you make decisions about your own willingness to commit yourself to 
the task of striving for the sort of intellectual excellence that characterizes 
good teachers. 


Amazingly, many individuals decide to go into teaching based on no 
more thoughtful reason than having a relative who is a teacher. When 
asked about their choice, these people frequently say something like this: 
“Well, my mother is a teacher, and it just seems like the natural thing to 
do.” It may be true that individuals who have relatives who are teachers 
may have a broader picture of what the teacher's life is than people who 
have not been closely associated with teachers outside the school, but it 
does not follow that teaching skill passes automatically from generation to 
generation. 

Many students who go into teaching because of an initial interest 
sparked by a relative who is a teacher do well. However, if their choice is 
made without serious reflection concerning alternative career choices, 
these students may be making a mistake. For a moment, think about your 
motivations for thinking about a career in teaching. Are you choosing 
teaching because you believe it will please your parents or because it has 
always been “expected” of you? If so, do you really want to be a teacher? 
Have you seriously thought about alternative careers? If you have not 
given careful consideration to your motives for going into teaching and 
have assumed that it is simply “the thing to do,” you should take a seri- 
ous look at the demands of the profession. It may be that you will decide 


that teaching, indeed, is exactly right for you, but this choice ought to be 
made on the basis of some hard-headed analysis. 

Sometimes students go into teaching because they have heard that it is 
a good career to have while rearing a family. There is some logic to this 
conclusion. Teachers, after all, do have holidays and vacations at the same 
times as their children. There is reason to question, however, whether this 
is a sufficient reason for choosing teaching as a career. Choosing teaching 
because it is compatible with rearing a family seems to suggest that teach- 
ing does not demand a total commitment. The increasing pressures being 
put on teachers today suggest that like doctors and lawyers, professional 
teachers are expected to work hard and devote long hours (certainly be- 
yond a simple eight-to-five day) to their career, Education today has 
moved beyond a time when it could be regarded as something less than 
a full-time profession where something less than total commitment of its 
practitioners would suffice. 


Some people say they are going into teaching because they are attracted 
by teachers’ freedom of action. Certainly teachers do enjoy a certain 
amount of autonomy that many people find attractive. Rarely do teachers 
have a supervisor looking over their shoulders all the time to make sure 
that they are working properly. They enjoy a great deal of flexibility in 
planning individual lessons and designing instructional approaches to 
meet the special needs of the youngsters in their classrooms, and they 
have opportunities to express their personal creativity. Even though teach- 
ers do have a large amount of latitude, it must be recognized that there 
are restraints on their actions, and evidence suggests that teachers’ free- 
dom of action may be in a decline because of increasing public concern 
over the declining scores of learners on standardized tests of achievement. 

With an increased emphasis on the idea of accountability and the intro- 
duction of competency tests, more and more school districts are prescrib- 
ing what content is to be taught, and even, in some cases, how. These 
trends suggest a reduction in the range of choices that teachers can make 
in planning and implementing their own instructional programs. Further, 
to ensure that district-mandated procedures are being followed, there has 
been a general increase in recent years in the frequency of observational 
visits to teachers’ classrooms by administrators and instructional supervi- 
sors. The bottom line of ali this is that although teachers retain a good 
deal of freedom of action, they are still probably less autonomous today 
than they were ten or twenty years ago. 

As you contemplate a possible future as a teacher, you need to recog- 
nize that teachers are being held accountable for their actions as never be- 
fore. It is likely that a good deal of what you teach (and even how you 
teach it) is going to be prescribed by others. You need to ask yourself 
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whether these conditions are acceptable to you. For many people, the an- 
swer is yes, but others may well conclude that today’s classrooms do not 
provide the kind of personal autonomy they desire in a career. 


It is certainly to be hoped that teachers enjoy working with young peo- 
ple. If they do not, they are bound to become very unhappy after a year 
or two in education. However, it must be recognized that liking young 
people, by itself, does not mean that teaching is an appropriate career 
choice, given the special relationship between the teacher and the learners 
whom he or she works with in the classroom. 

It is one thing to enjoy young people in informal settings: at the play- 
ground, at home, while baby-sitting, and at a circus. It is quite a different 
thing to be responsible for a class of twenty-five to thirty children who are 
supposed to attend to prescribed tasks and learn something. Nearly all 
children on a playground enjoy being where they are. In classrooms, 
some youngsters may be uninterested and even hostile. On occasion, 
teachers must enforce certain standards of behavior and discipline. As you 
think about a possible career in teaching, how do you react to the likeli- 
hood that you will have to exert strong personal leadership? Does your 
enjoyment of children go beyond the sort of casual relationship possible 
on informal and social occasions? These questions demand careful reflection. 

As you think about these issues, you might consider the sources of your 
enjoyment of young people. Do you enjoy them because of their freshness 
and openness? Do you enjoy their energy? Or—and here is an “enjoy- 
ment” that too many insecure and ineffective teachers rarely admit to— 
do you enjoy them because of the sense of power you get from having 
young people do what you ask them to do? Is your enjoyment a product 
of personal insecurity? There is evidence that some individuals overcome 
their own personal self-worth problems by assuming positions where they 
can successfully control others over whom they are given authority—for 
example, children who are smaller and younger than themselves. 

The issue of personal insecurity on the part of teachers is one that the 
profession has been reluctant to face. Some of these people are drawn to 
young children because youngsters often are friendly and willing to show 
affection. These behavior patterns can be tremendously appealing to 
someone who finds these things missing in his or her interactions with 
adults. The difficulty arises when individuals go into teaching expecting 
a continual flow of positive reactions from learners. When youngsters do 
not react as expected, these teachers frequently suffer increased feelings 
of self-doubt, anxiety, and professional dissatisfaction. 

Problems of this sort frequently surface when a teacher finds himself or 
herself with a class of youngsters who are not very excited about being in 
school. These youngsters fail to provide the reinforcement that the teacher 


needs. Frequently such youngsters challenge the teacher (“Why do we 
have to do this boring stuff all the time?”). Insecure teachers may well 
respond with negative comments that make the reactions of the young- 
sters even worse. A typical statement of teachers suffering from this prob- 
lem is “How could they do this to me when I've tried to do so much for 
them?” The real issue here is troubled teachers who are in desperate psy- 
chological trouble because of their inability to fulfill their own needs by 
developing warm working relationships with youngsters. 

Although we have sketched some general problems of individuals who 
go into teaching almost exclusively because of a feeling that their personal 
needs can be met through interactions with youngsters, we do not want 
to leave the impression that good teachers do not need and desire positive 
reactions from their learners. Clearly they do. But the need for positive 
reactions from youngsters must be kept in perspective. It is not a sufficient 
motive, in and of itself, for electing a career in teaching. Those who go 
into teaching thinking that work with young people, alone, will provide 
therapeutic relief for personal problems will be disappointed. 


Many teachers are motived to enter the field by a feeling that they will 
be doing something “important.” Certainly society does consider educa- 
tion a worthy enterprise. Vast resources have been expended on teaching 
youngsters over the years, and a large and diverse American population 
has been educated to levels unequaled in history. American youngsters 
compare quite well with their counterparts in other countries. For exam- 
ple, our youngsters do better in science that learners in Britain, the Neth- 
erlands, and Italy, but not so well as those in Japan and Germany. In 
math, our learners do better than those in Sweden and not so well as 
learners in Japan, the Netherlands, or France. In reading, our youngsters 
do as well as those in any nation (Hodgkinson, 1979, p. 161). 

Despite these accomplishments, the feeling that education is an “im- 
portant” undertaking is not universal. For example, a significant portion 
of the American population holds teaching to be a low-status occupation. 
Many people do not believe that teaching requires any special and so- 
phisticated body of knowledge and skills. Some see teaching as a mini- 
mally demanding job that is selected by people who lack the intelligence 
or drive to succeed in such fields as medicine, law, or business. 

The teacher who sees his or her role as significant and important may 
be discouraged in still another way. Such a teacher may well believe that 
he or she can “make a difference” if only the proper conditions are pro- 
vided, yet very frequently, these conditions are not available. Many school 
decisions are based not on the criterion of educational excellence but on 
the criterion of keeping costs down. When legislatures meet, they fre- 
quently look at expenditures for education as a place to contain costs. 
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SS SS TS rE SS 
DO YOU REALLY WANT TO TEACH? 


Let’s Ponder 


1. As you think about your choice to enter teaching what were the 
things that influenced your choice? 


2, Did you really choose teaching or was it something that just sort 
of happened? 


3. Have you considered other alternatives to a teaching career? If 
so, what are they? 


4. What are the advantages and disadvantages of these other 
options? 


5. Are you proud of your choice to become a teacher? Do you 
readily admit to new acquaintances that you want to teach? 


6. How much are you willing to commit in order to become a good 
teacher? What are you willing to do in order to prepare yourself? 


SS EES 


FIGURE 21-1 


There is a need, too, to think through the view that a teacher can derive 
satisfaction from seeing youngsters change for the better. Certainly these 
changes do occur, and they do provide a great deal of pleasure for teach- 
ers, but many beginning teachers expect these changes to take place much 
faster than they do. Rarely do the attitudes and behavior of youngsters 
change overnight. Teachers who, with college degree and teaching certif- 
icate newly in hand, burst on education with a missionary zeal to see dra- 
matic changes overnight find disappointment sooner than revolutionary 
change. Sometimes it takes years for the cumulative impact of a number 
of teachers to show itself in the changed behavior pattern of an individual 
learner. Those who have been teaching for some time have witnessed 
these transformations. Many impatient newcomers quit teaching after a 
year or two out of a mistaken impression that they are having no influence 
on youngsters. 

In thinking about a career in education, it is well to keep in mind that 
teaching is an important job, but this recognition must be tempered by a 
further recognition that not all people in our society see it that way. Teach- 
ers must be strong individuals who can “keep the faith” even through 
many other people in our society do not see in education the significant 
undertaking that they do. As you think about a career in education, you 
need to ask yourselves several important questions about your ability to 
tolerate appreciation for your work that may be less than you think it 


should: be. Does it bother you that some people do not hold teachers in 
particularly high regard? Can you live in an atmosphere where the kinds 
of materials you feel you need to do a good job are not available? These 
are serious questions. They should be faced squarely before you make a 
firm commitment to enter the teaching profession. 


Let's assume that you have considered carefully all of the questions that 
have been raised in the previous sections. Let’s assume, too, that you 
have decided that a career in education is definitely what you want to 
pursue. The next decisions you might wish to make regard the specific 
age group that you might like to work with and the kind of teaching en- 
vironment you would prefer. These decisions should be made after careful 
consideration of your own strengths, weaknesses, and preferences. 

Learners in the early elementary grades tend to show much more per- 
sonal excitement about what goes on at school than do older youngsters. 
Typically most of them will do what the teacher asks without question. 
Many teachers find their freshness and openness to be appealing charac- 
teristics. The discipline problems encountered in this age group rarely 
pose severe challenges to the teacher's authority. Almost never are they 
personally threatening to the teacher. The discipline problems tend to cen- 
ter on self-control difficulties and limited attention spans, which make it 
difficult for some youngsters to attend to an assigned task for any great 
length of time. 

Learners in the early elementary-school grades tend to be very depend- 
ent on the teacher. They require a maximum amount of guidance. Pri- 
mary-grades teachers tend to be in motion almost continually, as they 
work hard to help individual youngsters and keep them productively en- 
gaged. These teachers must be able to break instructional tasks into nu- 
merous small pieces and to design learning experiences that are very 
activity-oriented. At this level, teachers cannot plan on giving extended 
oral presentations or asking youngsters to do extensive assignments in 
textbooks. 

Youngsters in the early elementary grades cannot delve deeply into ac- 
ademic subject matter. They are not ready to deal with ideas that are very 
abstract. Most instruction must be supported with many concrete exam- 
ples. The inability of learners in the primary grades to deal with deep and 
complex academic subject matter by no means suggests that teachers at 
this level need to know less than their colleagues who work with older 
children. They need to know a great deal about child growth and devel- 
opment. They must be well versed in numerous diagnostic techniques. 
They must be proficient in the use of a great variety of instructional tech- 
niques. They must be extremely skilled in designing systematic programs 
of instruction for youngsters who bring little prior learning to their tasks 
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and who have very short attention spans. In short, teachers at this age 
level must be very well prepared if they are to do well with these children. 

Teachers of children in the upper elementary grades face a different set 
of challenges. Learners in this age group continue to be generally positive 
in their attitudes toward school. They are beginning to be less dependent 
on the teacher than they were during the early elementary grades. They 
can perform tasks with less direct guidance. But the instruction still needs 
to be buttressed with large numbers of concrete examples, and teachers 
need to plan instruction to include a good sprinkling of activity-oriented 
experiences. 

Discipline problems with youngsters in this age group begin to include 
some challenges to the authority of the teacher. As youngsters become 
increasingly aware of their peer group, some attempt to achieve status by 
openly opposing the teacher. Increasingly youngsters are likely to ques- 
tion rules and see “how far they can go.” 

The spread of intellectual ability among youngsters becomes much more 
pronounced among older elementary children than it is among early ele- 
mentary children. By the fifth and sixth grades, some youngsters are able 
to deal with some rather abstract concepts, whereas others find learning 
difficult unless it involves things that are elemental and concrete. Teachers 
at this age level find their abilities stretched to the maximum as they at- 
tempt to provide learning experiences that will challenge their brighter 
learners at the same time that they are designing learning experiences ap- 
propriate to the abilities of their slower learners. 

Teachers of the upper elementary grades need a good grasp of the 
physical and psychological development of children. Additionally, they 
require a fairly solid grounding in the various subjects of the curriculum. 
They need to be proficient designers of alternative instructional experi- 
ences to meet the great diversity of intellectual development likely to be 
found in upper elementary youngsters. 

It is widely held that, of all age groups, the one that presents the most 
challenges to teachers is the junior-high-school group, Youngsters of this 
age are undergoing tremendous physiological changes, which frequently 
have great impact on their behavior in school. Successful junior-high- 
school teachers are well versed in the nature of these changes and under- 
stand the difficulties that these youngsters experience as they flip-flop 
back and forth between desires to be independent of adults and desires 
to be dependent on them. 

One reason that the junior-high-school age vexes so many teachers is 
that the teachers of these youngsters are expected to have substantial 
preparation in one or two major academic areas. The time required to get 
this preparation frequently leaves sparse additional time to become well 
acquainted with the psychological and physiological makeup of young- 
sters of junior high school age, Many new junior-high-school teachers 
have no more than one or two undergraduate courses intended to provide 


them with these essential perspectives. Consequently a good many begin- 
ning junior-high-school teachers find themselves faced with acquiring this 
information during their first year or two of teaching. 

Discipline problems with junior-high-school students can be severe. 
There is more likely to be violence, or at least the threat of violence, as- 
sociated with discipline problems at this age level than with younger chil- 
dren. Part of the discipline problem stems from the unpredictability of 
learners in this age group. At one moment, they seem terribly sophisti- 
cated and mature. At another, their behavior seems incredibly immature. 
Teachers at this age level must work hard to maintain the kind of rela- 
tionships with youngsters that can stop severe discipline problems before 
they start. The task is made especially difficult in that most junior-high- 
school teachers see a given student only once a day for a period no longer 
than fifty-five minutes. There is not the kind of continuous contact that 
can be used to bridge over differences that is enjoyed by many elemen- 
tary-school teachers. 

High school teachers must have a great deal of background in one or 
two academic subjects. This required depth of understanding provides 
both rewards and frustrations for high school teachers. Many high school 
teachers derive considerable personal pleasure from being able to concen- 
trate on a single subject or two that they find personally interesting and 
exciting. On the other hand, many are distressed, particularly during their 
first few years of teaching, to learn that a good many students do not 
share their enthusiasms. Many beginning high school teachers report frus- 
tration because they cannot begin to go into topics with the attention to 
depth and detail that characterized their college and university courses. 
Frequently new teachers report shock at the lack of knowledge of high 
school students. 

In terms of interpersonal relationships, high school teachers, to all in- 
tents and purposes, are working with young adults. Teachers who talk 
down to high school students or in any way seem to regard them as chil- 
dren are asking for trouble, But this does not mean that simply treating 
students as adults will solve all of the problems. Many high school young- 
sters are not terribly interested in a number of the subjects they are likely 
to take, and high school teachers spend a good deal of time working on 
ways to motivate students. This task is a difficult one because, unlike 
younger children (especially those in the elementary schools), these 
youngsters are not always disposed to presume that something is impor- 
tant simply because the teacher says that it is important. 

High school teachers can have a great impact on the future lives of their 
students. Perhaps more than at any other level of public education, high 
school teachers can see the results of their efforts. Often, only a few years 
after high school, teachers are rewarded by seeing their former students 
moving into responsible community positions or otherwise giving evi- 
dence that they are going to “make it.” 
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SSS SSS SS a a 
CHOOSING AN AGE LEVEL 


1. Is there a particular subject area that interests you? 


2. How would you react to a towering 16 year old who tells you he 
is not going to do what you asked? 


3. Do you get bored if forced to be repetitious and go very slowly? 


4. How do you react to the immaturity and high dependency needs 
of young children? 


5. Do you have a need for learners to demonstrate overt approval 
of you? 


6. What age level would you like to teach? Why do you make this 
choice? 


ST EEN ESSEE 


FIGURE 21-2 


The role profiles sketched in this section about teachers who work with 
learners of different ages have been generalized. Certainly there is a tre- 
mendous diversity of experience for teachers at all levels, but we believe 
that at least some of the characteristics of teaching at these levels remain 
fairly constant from place to place. As you think about making a decision 
about the age level that you would like to work with, you should think 
about the nature of youngsters and teaching at each of these levels. How 
do the demands of teaching at each level fit in with your own personality 
and priorities? What age group would you like to teach? 


As we approach the conclusion of this chapter, you might wish to re- 
view your responses on the attitude inventory presented at the beginning. 
Thinking about the pattern of your check marks and about the real de- 
mands of the teaching profession, what do you conclude? Is teaching, in- 
deed, for you? If the answer to this question is yes, we are happy for you. 
The authors have always felt good about their own choice of careers in 
education. If your answer to this question is no, we are also happy for 
you. There are many ways to make a productive contribution in this 
world. If your way does not happen to be education, that’s fine. We wish 
you all the best in whatever you do. 

Our real concern is that those who do choose education make this de- 
cision based on a full understanding of what teaching is. It is our belief 
that people who opt for education after considering both the negative and 
positive aspects of the profession will be prepared to deal with education’s 


problems as well as to welcome education’s rewards. It is, in our view, 
precisely this kind of clear-headed professional that education so desper- 
ately needs today. 


1 Many people who go into teaching do not stay long. In many cases, they Recapitulation of 
leave because they had an erroneous impression of the real nature of teach- Major Id 

ing. Individuals who contemplate a career in teaching would do well to JOT 1deas 

learn as much as they can about what teaching really entails before making 

a firm commitment to the profession. 

Many teachers go into teaching because they simply do not know what else 

to do, given their undergraduate major. In fact, there are other employment 

and career alternatives. A visit to a college or university placement center 
can provide information regarding a large number of alternatives. 

3 Some undergraduates claim that they are going into teaching because the 
preparation program is not intellectually demanding. In fact, the require- 
ments are stiffening everywhere. Too, schools are becoming much more 
rigorous in their expectations of teachers. IIl-prepared teachers will not sur- 
vive long in first-class school districts today. 

4 Large numbers of undergraduates make a decision to go into teaching be- 
cause they have a relative who is a teacher. There is nothing about teaching 
that suggests that it is a competence that is passed from relative to relative. 
While it is reasonable that an interest in teaching could be sparked because 
of an admired relative who teaches, having a relative who is a teacher is 
not, of itself, a sufficient reason for committing oneself to a career in 
teaching. 

5 A good number of prospective teachers are attracted to the profession be- 
cause of teachers’ freedom of action. It is true that teachers do enjoy a good 
deal of autonomy, but it should be recognized that with the current pres- 
sures on school districts to demonstrate evidence of academic progress on 
the part of learners, there is a growing trend to make more and more de- 
cisions about what teachers can and cannot do at the central-district ad- 
ministrative offices. Teachers today are not as free to operate in their own 
classroom as they were ten and twenty years ago. 

6 Many teachers say that they chose their profession because of a love of 
young people. Certainly one would hope that teachers enjoy working with 
youngsters, but prospective teachers who are strongly motivated to go into 
teaching because of a “love of children’ need to examine themselves care- 
fully to determine whether the motive is really love of chidren or obtaining 
self-fulfillment by being in a position to exercise control over children. 


FIGURE 21-3 


nN 


7 Large numbers of prospective teachers say they want to become teachers “I can't tell you what a relief it 
because they will be doing something important. Certainly this is true, but is to relax after a year of 
teachers need to be strong individuals who can live comfortably in a world teaching.” 
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where many people do not think that teaching is terribly important or that 
teaching is a particularly prestigious occupation. 

8 Demands placed on teachers vary considerably from one grade level to an- 
other. In deciding which age level to teach, prospective teachers need to 
examine their own strengths, weaknesses, and personal priorities. 

9 Teaching is a profession that demands a special set of talents and commit- 
ments. It is not a profession that will satisfy everybody. Those who decide 
to go into teaching should do so with a full knowledge of the pluses and 
minuses associated with the teacher's role in American society today. 


Force-Field Analysis 


Directions: The force-field analysis is a technique that can help you identify the 
variables associated with a given issue or problem. On a separate piece of paper, 
prepare a diagram similar to the one printed below. 

In the left-hand column list all of the forces favoring your choice of teaching 
as a career. 

In the right-hand column list all of the forces opposing your choice of teach- 
ing as a career. 

When you have finished your lists, rank the forces in each column from 
most important to least important. 


Forces Supporting My Choice of Forces Opposing My Choice of Teaching 
Teaching as a Career as a Career 


Now, look at your list and your rankings. Think about and respond to the following 
questions: 


1. What do your rankings tell you about your own set of values? 
2. Do you have more forces “supporting” or “opposing”? Does this in- 
formation tell you anything? 


Next, identify the three most important “supporting” forces and the three most 
important “opposing” forces. Gather as much additional information as you can 
about these forces and respond to these questions. 


1. Does the information you found tend to make each force stronger or 
weaker? Why? 
2. What chances do you see of overcoming the “opposing” forces? 


Finally, weigh all of the evidence and respond to these questions. 


1. Do you wish to commit yourself to a career in teaching? 
2. What specific evidence supports the decision you have made? 


Frequently undergraduates decide to pursue a program leading to 
teachers’ certification for very superficial reasons. A good deal of the un- 
happiness of teachers in the field stems from their inadequate understand- 
ing of the “real world” of teaching before they made a firm decision to 
become a teacher. There is a need for prospective teachers to weigh all the 
available evidence regarding the teacher's role and regarding alternative 
career options before making a final decision to go into professional 
education. 

Once the decision has been made to become a teacher, undergraduates 
should give serious thought to the age group that they would prefer to 
teach. The characteristics associated with each age level tend to be fairly 
consistent from place to place. Future teachers should weigh carefully 
their own interests, personalities, and preferences before making a final 
decision about the age level with which they would like to work. 

Finally, teaching is not for everyone. For some people, teaching can be 
a rewarding and richly satisfying profession. For others, it can be a source 
of personal pain, frustration, and unhappiness. The decision to teach or 
to do something else should not be taken lightly. Education is better 
served when those who are committed to it teach and those who are not 
do something else. 
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Society’s views of schools, 9-11, 
20-22, 32, 73-76, 127-153, 
207-210, 244-247, 349-353, 
361, 368-370, 421-426, 439, 470 
changing attitudes toward learners, 
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